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THE HISTORY OF THE BACHELOR'S DEGREE IN THE FIELD 
OF I>IUSIC IN THE UNITED STATES 
Statement of the problem. It was the purpose of this 
study (1) to indicate the diverse attitudes toward music as 
a university or college subject in various historical con-
texts in terms of educational philosophies and educational 
practices; (2) to trace the historical development of the 
bachelor's degree in the field of music in the United States; 
(3) to describe the numerous types of music degrees which 
have been conferred by the various institutions which have 
evolved in this country; and (4) to show the influences of 
professional music, educational, and accrediting organiza-
tions on the development of music degrees. 
~lethods and procedures employed. The historical 
approach was used throughout the study. Books and articles 
on the history of education and music, college catalogues, 
reports of college presidents, publications of general 
education, professional music, and accrediting organiza-
tions, and reports of the United States Government were 
utilized. 
Summary. The foundations for the trivium and quad-
rivium of the Middle Ages originated in early Greek philoso-
phies. Plato placed great emphasis on music, and Aristotle 
derended music as an inrluence in attaining the "golden 
mean 11 • 
In the second century B. c., Varro 1 s treatise and 
Capella's allegorical work in the fifth century A. D. 
classiried the arts and sciences into subject areas used 
in the curriculum of the Middle Ages. The learning or the 
Greeks and Romans was transmitted to the universities or 
the riJiddle Ages through the cathedral and monastic schools. 
Horks or Cassiodorus, Boethius, and Isidore constituted the 
music studies within the quadrivium. 
By the twelrth century, teachers and students 
organized into guilds which later led to the faculties 
of art, law, medicine, and theology. From the medieval 
guild system, where the bachelor implied a person of low 
rank, the bachelor's degree evolved. This degree gave the 
right to lecture in public and to teach. The university or 
the 1<liddle Ages set the precedent for the allotment of a 
definite period of years for study, the giving of examina-
tions, the confinement of study to one faculty, ancl the 
granting of degrees. r~usic was used for the various cele-
brations of the academic year, the catheclral services, and 
recreation. As a part of mathematics, music received 
particular emphasis, and treatises were written on musica 
speculativa and musica practica. 
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The University of Salamanca, the first to establish a 
Chair of Music (1252), appeared to be the first university 
which gave both degrees and practical instruction in music. 
The first record of the Bachelor of l'lusic degree to be 
awarded was at Cambridge University in 1463, and Oxford 
University awarded a Bachelor of Husic degree about 1499. 
The first known instance of the awarding of the Bachelor 
of Husic degree upon fulfillment of certain conditions 
dates from 1506 when a mass and antiphon of the candidate 
were sung on the day of admission to the degree. 
The rise of humanism, scientific developments, and 
the emphasis on literary and linguistic accomplishments 
during the Renaissance broadened the curriculum of the 
university. Music as a discipline was relegated to a minor 
role as were other arts. The Reformation emphasized mental, 
moral, and religious disciplines, and the universities were 
concerned with the preparation of the clergy. Harvard 
College, founded in 1636, was based on ideals of the ~Iiddle 
Ages, Renaissance, and Reformation. The first Bachelor of 
Arts degree awarded in this country was in 1642. 
Influences affecting degree content and structure in 
higher education in the nineteenth century were the European 
Enlightenment, the German university, rise of capitalism, 
c;rowth of commerce and industry, and the break from reli-
gious authority. These were reflected in colleges and 
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universities by the formation of the elective system, voca-
tional subjects, and various types of schools and bachelors 
degrees. 
From colonial times until the present, music has 
accompanied the formal activities of colleges and univer-
sities and has been a part of student life. !llusic as an 
accepted study in higher education in the United States 
gained recognition slol'lly because of the conservatism of 
the early colleges and the prevailing theory of mental 
discipline which emphasized literary, philosophical, 
theological, or linguistic studies. As a result of a 
broadening concept of a "liberal education," the increase 
in cultural interests, the rise of professional organiza-
tions and accrediting agencies, and the VJork of pioneering 
musicians, music was again accepted as a college discipline 
in the late nineteenth century. In 1873, music history and 
theory received credit toward the Bachelor of Arts degree 
for the first time. Although the degree has been structured 
with major concentration in historical and theoretical 
studies, the principal emphasis is on a "liberal" education. 
Applied music is offered by many colleges. 
The Bachelor of Science degree with a music major 
affords a vocational emphasis for the music teacher in the 
public schools. The singing school, music conventions, 
institutes sponsored by book publishing companies, normal 
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schools, and summer schools led directly to the formation of 
this degree which generally includes a major concentration 
in methods and professional education courses. This degree 
and its variants have been conferred widely since the third 
decade of this century. 
The Bachelor of l<lusic degree represents the principal 
professional music degree in the United States and is con-
ferred by many types of institutions including conserva-
tories, professional schools of music in universities, and 
many liberal arts colleges. Unlike the academic, histor-
ical, and theoretical aspects of the English universities, 
their prototypes in this country have developed a music 
curriculum which combines the practical and theoretical 
elements of the art. Conservatories have broadened degree 
content from almost exclusively technical study to include 
academic subjects. The first degree was conferred at 
Adrian College in 1873. Oberlin Conservatory awarded 
degrees retroactive to the same year. Boston University 
College of Music gave the degree in course in 1877. Prac-
tically all t~~es of schools in the country offer many 
areas of concentration within the frame>·IOrk of the degree. 
The Bachelor of Fine Arts degree has been conferred 
in recent years with the development of schools of fine 
arts. 
5 
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Professional music organizations have played an 
important part in raising the standards of music in higher 
institutions of learning throughout its history. The Music 
Teachers National Association has devoted many of its meet-
ings to further the interest of applied music study and to 
propagandize for the acceptance of music in colleges and 
universities. Similarly, the Music Educators National 
Conference has worked for the improvement of teacher educa-
tion in music. The organization which has been significantly 
effective has been the National Association of Schools of 
IVIusic, organized in 1924 for the purpose of developing better 
understanding among all music institutions and setting 
standards for the Bachelor of Music degree. 
Accrediting agencies have had an important influence 
on music curriculums in colleges and universities. In 1949, 
the National Commission on Accrediting l'las orc;anized for the 
purpose of simplifying and coordinating accrediting functions 
and activities of all institutions of higher education and 
for designating those specific professional areas which 
might better be served by individual accrediting groups. 
The National Council for Accreditation of Teacher Education 
-- --
was organized in 1952. This Council relies on the regional 
accrediting body to evaluate all aspects of the total program 
while the Council evaluates the teacher education program 
including subject-matter courses. With the recent establishment 
of cooperative relationships in accrediting between the 
fields of general education, professional education, and 
the area of music, the scope and influences of the National 
Association of Schools of l'1usic can be defini tel:,r broadened. 
The development of the bachelor's degree in the field 
of music has been influenced by educational philosophies, 
musical performing groups, social and cultural changes, 
and professional and accrediting organizations. As a 
result, in the United States at present, four types of 
schools offer professional education for the musician. 
The independent music school or conservatory and the pro-
fessional school within universities stress the preparation 
for a professional career in music. Both emphasize perfor-
mance. The liberal arts college is generally non-vocational 
in nature and treats music as a part of a broad liberal 
education while the school of education is concerned with 
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the preparation of music teachers for the public schools. 
Wide variations still exist in balances between general 
studies, historical and theoretical subjects, and perfor-
mance areas within the various types of schools. At present, 
within the four major bachelors degrees, there are approxi-
mately forty-seven different degree titles. Therefore, it 
seems desirable that institutions clearly define the objec-
tives and functions of each music degree. It may be 
feasible to allow variation within a particular degree. 
Conversely, with the depth of music study affordE:d in school 
and community music organizations, and the potentials for 
locating talented and gifted students at an earlier age, 
the professional schools of music conceivably should make 
provision for much greater flexibility within the college 
curriculum, allowing students to proceed in accordance with 
their abilities and capacities. Another desirable practice 
might be to limit the number of degrees to the Bachelor of 
Arts, Bachelor of Science, Bachelor of' [1\usic, or Bachelor 
of Fine Arts and allow for greater specialization within 
the degree programs. Without doubt current educational and 
accrediting philosophies and practices will bring many 
changes in structure and content of degree programs. 
RECOivJr.IENDATIONS FOR FURTHER STUDY 
There is a need for a study- of existing practices in 
the bachelor's degree in the field of music as -.-1ell as a 
study of existing admission practices for the various 
de::;rees. A more intensive study of the history of parti-
cular kinds of music schools as well as a study shov1ing the 
influences of' professional music and educational organiza-
tions and accrediting agencies on the bachelors degrees in 
music would be desirable. There is a need for studies to 
determine whether students who have follov1eci one type of 
8 
der;ree program are more successful than students who have 
pursued another type of music curriculum in regards to 
their chosen profession. 
9 
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CHAPTER I 
THE HISTORY OF THE BACHELOR'S DEGREE IN THE FIELD 
OF MUSIC IN THE UNITED STATES 
The arts of music have been an integral part of 
educational philosophies and institutions throughout the 
greater portion of western history. Obviously, content 
and practice of music instruction were influenced by the 
needs of the particular times. Plato's Academy and 
Aristotle's Lyceum differed greatly in philosophical 
emphasis and theoretical concerns from the universities 
of the Middle Ages and the humanism of the Renaissance. 
As institutions of higher learning developed in America in 
the seventeenth century, conflicting theories and objectives 
of education evolved. Social economies and cultural growth 
as well as the rise of professional organizations in the 
eighteenth and nineteenth centuries helped to resolve many 
of these differences and brought new and significant 
attitudes toward music in the colleges and universities. 
In the twentieth century, the education of the musician 
has become largely the responsibility of institutions of 
higher learning. 
I. THE PROBLEM 
Statement of the problem. It was the purpose of this 
study (l) to indicate the diverse attitudes toward music as 
a university or college subject in various historical con-
texts in terms of educational philosophies and educational 
practices; (2) to trace the historical development of the 
bachelor's degree in the field of music in the United 
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States; (3) to describe the numerous types of music degrees 
which have been conferred by the various institutions which 
have evolved in this country; and (4) to show the influences 
of professional music, educational, and accrediting organiza-
tions on the development of music degrees. 
Importance of the study. Many American universities 
represent a consolidation of diverse historical concepts in 
music instruction--the practical and theoretical or specula-
tive aspects--musica practica and musica speculativa. Since 
these are contained to a greater degree in the institutions 
of higher education in the United States than in any other 
country in history, there is a need for a thorough investi-
gation of the historical background of the bachelor's degree 
in the field of music. The widespread acceptance of these 
varying ways of teaching music, the increasing number of 
colleges and universities now offering undergraduate degrees 
in music, and the many kinds of degrees which are conferred 
for music study in colleges further emphasize the necessity 
for such a study, The need for a thorough investigation of 
this nature has been indicated by national committees, 
associations, and conferences. 
II. DEFINITIONS OF TER!ftS USED 
Conservatory. A conservator;/ of music was interpreted 
to mean a school where instruction was given in the various 
areas of music with a particular emphasis on applied or 
practical music. Usually, academic studies ·v1ere rainimized. 
!{[usic school. In contrast to a colleGe v1hici1 had an 
underlying non-professional aim, a music scrwol as part of 
a university was considered as a professional school of 
music within the framework of a university. 
lfiusic department. A music department was interpreted 
as an organizational structure functioning within a collec:;e 
or school of a university, such as a College of Liberal Arts 
or a School of Education. 
The limiting definitions above imply specific types 
of "academic" or "professional" schools. In actual prac-
tice, many variants have developed, particularly in the 
United States; therefore, in Chapters V, VI, VII, and VIII, 
these terms were used rather freely in accordance VJith the 
practice in effect during the years under discussion. In 
certain cases, the terms, music school and music department, 
have been used interchangeably by various colleges and 
universities. 
III. METHODS EMPLOYED AND SOURCES OF INFORMATION 
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The historical approach was used throu~hout the study, 
For the European background, books and articles on the 
history of education and on music history served as the main 
sources. College catalogues, college bulletins, reports of 
college presidents, publications of general education, pro-
fessional music, and accrediting organizations, reports of 
the United States Government and the Carnegie Foundation, 
in addition to articles written by authors in the music 
field, were utilized for sources concerning the develop-
ment of the different bachelor's degrees in music in the 
United States. 
IV. DELIMITATIONS 
While this study dealt with the bachelor's degrees 
in the field of music, it was primarily concerned with the 
history of those degrees which permitted major study in 
music. These were the Bachelor of Arts, the Bachelor of 
Science and the Bachelor of Music degrees. This investi-
gation was not concerned with current practices in terms 
of curriculum and structure, performing groups, extension 
courses, course content, roethods of teaching, or rnusic for 
college entrance credit. Accreditation and certification 
practices were not included except in reference to their 
affect on degrees. While the history of bachelor's degrees 
in music were investigated until the present time, develop-
ments in the last thirty years were treated in less detail, 
as the general framework for music study in colleges and 
universities had taken form by the third decade of this 
century. 
V. ORGANIZATION OF THE REMAINDER OF THE STUDY 
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The remainder of the study is divided into three major 
divisions--the related literature, the historical develop-
ments, and the summary and conclusions. Chapter II is a 
review of the literature which relates to the investigation. 
Chapter III is concerned with the historical back;:;round of 
music in the bachelor's degree in :t<:urope. The historical 
development of the numerous bachelor's degrees in the United 
States is discussed in Chapter IV, while Chapters V, VI, VII, 
and VITI deal with the development of music as a major field 
of study in the Bachelor of Arts, Bachelor of Science, 
Bachelor of I•lusic, and other degrees. Chapter IX is con-
cerned with the influence of professional organizations and 
accrediting agencies on bachelors degrees. Chapter X com-
prises the summary and conclusions of the study. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The curriculums of the early colleges in the United 
States were based largely on the academic subjects prevalent 
in the universities of the Middle Ages and the Renaissance. 
In turn, since the attitudes tovoard music as a part of 
higher education evolved principally from the philosophies 
of the ancient Greeks, Romans, and the early Middle Ages, 
this study was concerned with a summary of these develop-
ments. As music programs in colleges and universities in 
the United States grew within the broad framework of educa-
tion, and as the direction of music programs in higher 
institutions of learning was influenced greatly by music 
activities outside the colleges and universities, litera-
ture related to these areas has been included. Professional 
organizations and accrediting agencies have contributed much 
in establishing standards for music degrees; therefore, 
publications of these groups also comprise a part of the 
literature. 
The ancient Greek philosophers devoted a substantial 
amount of their writings to the place of music in education. 
Plato1 discussed music in the ideal state of his Republic 
lplato, The Republic and Other Works (trans.), 
B. JoHett (Garden City: Dou'!ileday and Company, Inc., 
Dolphin Books). 
and then justified music as a part of metaphysics in one of 
his later writings, Timaeus. 2 Aristotle 3 defended music in 
his Politics as an influence in attaining the "golden mean." 
He further delineated his philosophy relative to the per-
formance of music indicating that high professional accom-
plishment should be attained by the slave--not the freeman. 
Study of the science of music and development of an under-
standing of the art should constitute the education of the 
freeman. 
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For the general history of education in ancient times, 
the Middle Ages, and the Renaissance, Butts, 4 Cubberly, 5 and 
Reisner6 have treated the subject in some detail. Sachs,7 
in his book, The Rise of ~1usic in the Ancient World East and 
West, has given considerable attention to the music of the 
2Francis MacDonald Cornford, Plato's Cosmology: The 
Timaeus of Plato (New York: Harcourt, Brace, and Company, 
1937). -
3Ernest Barker (trans.), The Politics of Aristotle 
(New York: Oxford University Press, 1958). 
4R. Freeman Butts, A Cultural History of Western 
Education (New York: I"lcGraw-Hill Book Company, Inc., 1955). 
SEllwood P. Cubberly, The History of Education 
(Boston: Houghton Mifflin Company, 1920). 
0Edward H. Reisner, Historical Foundations of ~1odern 
Education (New York: The Macmillan Company, 1927)-.-
7curt Sachs, The Rise of Music in the Ancient World 
East and \{est (New York:-w. W. NortonancrGompany, Inc., 
1943)-.- --
,_ ·-~ 
early Greeks. In their recent book, The Art of ~1usic, 8 
Cannon, Johnson, and Waite have presented a detailed inter-
pretation of the philosophy of Plato and Aristotle and its 
relation to music. Music in Western Civilization9 by Lang, 
Music in the Middle Ages 10 and Music in the Renaissance 11 
by Reese, in addition to Our Musical Heritage12 by Sachs, 
have offered detailed and documentary accounts about the 
early history of music in Europe. 
Rashdall,l3 in his three-volume work on medieval 
universities, describes the trends and influences of the 
period, the powers of the various universities on one 
another, and the effects of the university on society. 
Much attention is given to student life. As a part of the 
8Beckman C. Cannon, Alvin H. Johnson, and William 
G. Waite, The Art of Music (New York: Thomas Y. Crowell 
Company, 1960)-.----
9paul Henry Lang, !l!usic in Western Civilization 
(New York: w. W. Norton and Company, Inc., 1941). 
10Gustave Reese, Music in the Middle Ages (New York: 
W. \'l. Norton and Company, l940T. ---
11Gustave Reese, Music in the Renaissance (New York: 
W. W. Norton and Company, l959T. ---
12curt Sachs, Our ~lusical Heritage (Englewood 
Cliffs: Prentice-Hall, Inc., 1955). 
13Hastings Rashdall, The Universities of Europe in 
the Middle Jges, Volumes I, II, and III (Oxford: Clarendon 
Press, 1936 • 
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Colver Lectures at Brown University, Haskins 14 has discussed 
the earliest universities, the medieval professors, and the 
medieval student, while Schachner, 15 in The Mediaeval Univer-
sities, has given attention to the rise of the universities 
and practices within these institutions. Williams16 has 
written a minute account of the early degrees and lists the 
early graduates at Oxford and Cambridge Universities. 
Writings of the early music theorists have been compiled 
by Strunk17 while Carpenter18 has recently presented the 
well-documented and detailed study, Music ~ ~ Medieval 
and Renaissance Universities. For a lecture at one of the 
annual meetings of the Music Teachers National Association, 
l~ills 1 9 presented a comprehensive report on the history of 
musical degrees in Europe. 
(New 
York: 
l4Charles Homer Haskins, The Rise of Universities 
York: Henry Holt and Company, l923)-.-
l5Nathan Schachner, The Mediaeval Universities (New 
Frederick A. Stokes Company, 1938). 
l6c. F. Abdy Williams, A Short Historical Account of 
the Degrees in Music at Oxford-and Cambridge (New York: 
Novello, Ewer-and Company, 1893~ 
17 Oliver Strunlc, Source Readings in Music History 
(New York: IV. W. Norton and Company, Inc., 1950). 
l8Nan Cooke Carpenter, Music in the Medieval and 
Renaissance Universities (Norman: University of Oklahoma 
Press, 1958). 
19charles H. Mills, "The History of Musical Degrees," 
Music Teachers National Association Volume of Proceedings, 
Series 7 (1912), 159-170. 
The College Charts Its Course20 by Butts and Higher 
Education in Transition21 by Brubacher serve as excellent 
background material for the history of higher education in 
the United States. Tewksbury22 contributed a scholarly 
study of the history of colleges before the Civil War. 
Thwin&23 in A History of Higher Education, has presented 
valuable information on the history of education before 
the twentieth century and has also given some attention 
to music in colleges. For a background knowledge of early 
women's education in the United States, V.Joody24 s~rves as 
a valuable source in which he has included several studies 
on existing music practices in early female institutions. 
Histories of individual institutions of higher 
learning in the United States have contributed specific 
information about the beginning ct: various subjects and 
20R. Freeman Butts, The College Charts Its Course 
(New York: McGrav1-Hill Boo'k"""'l:ompany, Inc., 1939). 
21John s. Brubacher and Willis Rudy, Higher Educa-
tion in Transition (New York: Harper and Brothers 
Publishers, 1958). 
22
nonald G. Tewksbury, The Founding of American 
Colleges and Universities Before the Civil \~ar (New York: 
Teachers College, Columbia University, 1932~ 
23charles Franklin Tnwing, A 
Education in America (New York: D~ 
1906). -
History of Hi~her 
Appleton and ompany, 
24Thomas Woody, A History of Women's Education in 
the United States (New York: The-science Press, 1929)-.-
10 
ll 
degrees in particular colleges. Outstanding accounts have 
been written about Brown, 25 Boston University, 26 Eastman 
School of Music, 27 Harvard University, 28 Oberlin Colleg~29 
the University of Oklahoma,3° the University of Wisconsin,31 
and Yale University,32 Harper33 has presented a thorough 
history of the early normal schools and teachers colleges 
in this country as well as pointing out some of the 
influences which led to degrees in education. 
_ 
25walter C. Bronson, The History of Brown University, 
l7o4-l914 (Providence: Brown University, 1914). 
26E. Ray Speare, Interesting Happenings in Boston 
University's History, 1839-1951 {Boston: Boston University 
Press, 1957). 
27charles Riker, The Eastman School of Music Its 
First Quarter Centurl, 1921-1946 (Rochester-,-New Yor~ 
University of Roches er, 1948). 
The 
28samuel Eliot Morison, Harvard College in the Seven-
teenth Centur~:- Tercentennial Historyaf Harvard College and 
University, 1 3b-l936 (Cambridge: Harvard University Press, 
1936). 
29Robert Samuel Fletcher, A History of Oberlin College 
From Its Foundation Through the Civil War, Volume II (Chicago: 
R. R. Donnelly and Sons Company, l943)-.--
30Roy Gittinger, The University of Oklahoma, 1892-1942 
(Norman: University of Oklahoma Press, 1942), 
31Merle Curti and Vernon Carstensen, The University of 
Wisconsin: A History, 1848-1925, Volume I (Madison: Univer-
sity of Wisconsin Press, 1949). 
32George Wilson Pierson, ~ College: An Educational 
History, 1871-1921 (New Haven: Yale University Press, 1952). 
33charles A, Harper, A Century of Public Teacher Educa-
tion (Washington: Hugh Birch-Horace Mann Fund for the 
American Association of Teachers Colleges, Department of the 
National Education Association, 1939). 
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Books on American music, such as those by Chase,34 
Howard and Bellows,35 Sonneck,3° Johnson,37 and Swan,38 have 
set the background for events that led to the rise of music 
in colleges. In the History of Public School Nusic in the 
United States,39 Birge has treated the occurrences which 
culminated in the introduction of music into the public 
schools of Boston. He described the education of music 
teachers in the nineteenth century and the origin of pro-
fessional music organizations of the period. 
Books on college music that have reflected the 
attitudes toward music in the various periods are ~1usic 
Education in America 40 by Davison, IV!usic and the Higher 
34Gilbert Chase, America's Music (New York: McGraw-
Hill Book Company, Inc., 1955). 
35John Tasker Howard and George Kent Bellows, A 
Short History of Music in America (New York: Thomas Y. 
Crowell CompanY, 1954).-
360. G. Sonneck, Earlt Concert-Life in America 
(Leipzig: Breitkopf and Har el, 1907). -
37H. Earle Johnson, Musical Interludes in Boston, 
1795-1830 (New York: Columbia University Press; 1943). 
38Howard Swan, l~usic in the Southwest, 1825-1950 
(San l~arino, California, l952J.--
39Edward Bailey Birge, History of Public School Music 
in the United States (Byrn Mawr: Oliver Ditson Company, 1937). 
40Archibald T. Davison, Music Education in America 
(New York: Harper Brothers, 1926). 
Educa tion4l by Edward Dickinson, The Study of IV!usic in the 
American College42 by Roy Dickinson Welch, and Music Educa-
tion in the College 43 by Jones. A very detailed and com-
prehensive study on existing music practices in secondary 
schools, normal 
written by Rose 
schools, 
44 Yont. 
and colleges prior to 1915 was 
This work has offered valuable 
information about the beginnings of different music schools 
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and degree programs. A more recent study, College Music by 
Randall Thompson, 45 dealt with practices in music in certain 
liberal arts colleges. 
Publications of organizations have added particular 
details. The Reports of the Carnegie Foundation for the 
Advancement of Teaching40 have continued to collect pertinent 
information on developments in many phases of higher educa-
tion. Accounts of anniversary celebrations with a review of 
41Edward Dickinson, Music and the Higher Education 
(New York: Charles Scribner's Sons, 1915). 
42Roy Dickinson Helch, The Study of ~!usic in the 
American College (Northampton:--smith College, l925). 
43vincent Jones, Music Education in the College 
(Boston: C. c. Birchard and Company, 1949). 
44Rose Yont, The Value of Music in Education (Boston: 
Richard G. Badger, l'§Tii). - -
45Randall Thompson, College Music (New York: The 
Macmillan Company, 1935). 
I~ 40 The Carnegie Foundation for the Advancement of 
Teaching, Annual Reports (Boston:~errymount Press).-
the history of certain colleges have assisted in the estab-
lishment of specific practices in colleges. 
Through the annual reports of the Music Teachers 
National Association, the changing attitudes and practices 
in music education in the United States can be traced. 
Since the formation of the Association in 1876, Annual 
Reports47 have been issued. Beginning in 1906, the Volumes 
of Proceedings48 of the annual meetings were issued until 
1950. With the formation of the Committee on Colleses and 
Universities in 1896, these annual reports have presented 
specific details relative to changes in the music pro6rams 
of different colleges. The Association also conducted 
numerous studies on existing practices of music in higher 
education. 
The Music Educators National Conference, which was 
founded as the Music Supervisors National Conference at 
Keokuk, Iowa, in 1907, published a Yearbook49 from 1909 
until 1940. The Journal50 of this organization, as well 
14 
47Music Teachers National Association Official Report 
( 1876-190b). 
48volumes of Proceedings of the Music Teachers 
National Association (190b-1950). 
49Music Supervisors National Conference Yearbook and 
Music Educators National Yearbook (Chicago: Music Educators 
National Conference, 1909-1940). 
50Music Supervisors Journal and 11!usic Educators 
Journal (Washington: Music Educators National Conference, 
1914-1961). 
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as the Journal of Research in Music Education,51 have con-
tained articles concerning present activities and problems 
in music education as well as historical and experimental 
studies in the field. 
In 1924, the National Association of Schools of Music 
was organized for the purposes of establishing uniform pro-
fessional standards in music and for the accrediting of 
schools on the basis of these standards. This organization 
publishes annual bulletins, documents on various subjects, 
and By-laws ~ Regulations as circumstances warrant. 
While Yearbooks52 of the American Association of 
Colleges for Teacher Education have furnished information 
about accreditation procedures and requirements, information 
relative to practices of the recently formed National Council 
for Accreditation for Teacher Education has appeared in 
publications of professional educational organizations. 
Studies by the United States Government have presented 
statistical and authentic information. The first national 
survey under government auspices was the study on music 
51Journal of Research in Music Education (Washington: 
Music Educators National Conference, 1953-1961). 
52American Association of Colleges for Teacher 
Education {Washington: National Education Association, 
1948-1960). 
education by Manchester in 1908,53 Thirteen years later 
another government study was done on the present status of 
music in colleges and high schools,54 Recent publications 
of the United States Government present specific and com-
prehensive facts about all college degrees in the United 
States. 
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College catalogues, bulletins, and annual presidents' 
reports have offered historical facts and information about 
the curriculums and degrees, Obviously, attitudes towards 
music also were revealed through these sources. A letter 
from the Assistant Registrar of Oberlin Conservatory has 
been most helpful in tracing the history of early bachelor's 
degrees in this institution. 
At Boston University, Willis Wager is currently 
writing a history of the Bachelor of Music degree and 
music in the Liberal Arts Colleges,55 A detailed investi-
gation, The Doctoral Degree in Music in Universities and 
53Arthur L. Manchester, Music Education in the United 
States, United States Bureau of Education Bulletin;-No. 4, 
\!/hole Number 387 {Washington: Government Printing Office, 
1908). 
54Present Status of Music Instruction in Colleges and 
High Schools, 1919-1920, United States Bureau of Education, 
Bulletin No. 9 (l'lashington: Government Printing Office, 
1921). 
55willis Wager, Music and Liberal Education. 
Colleges of the United States56 by Arthur Kennedy, includes 
pertinent information about current administration and cur-
riculum problems as well as the historical development of 
this degree, and Wilbur Fullbright57 has done a parallel 
study on The History and Development of the Master's Degree 
in the United States. 
56 Arthur Ward Kennedy, "The Doctoral Degree in fllusic 
in Universities and Colleges in the United States" (unpub-
lished Doctor's dissertation, Northwestern University, 
Evanston, 1955). 
57Wilbur Dale Fullbright, "The History and Develop-
ment of the Master's Degree in Music in the United States" 
(unpublished Doctor's dissertation, Boston University, 
Boston, 1960). 
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CHAPTER III 
THE DEVELOPMENT OF THE CONCEPT OF THE 
BACHELOR'S DEGREE IN EUROPE 
The foundations for the trivium and quadrivium of 
the Middle Ages originated in the schools of the early 
Greek philosophers. Although the learning of the Greeks 
was continued by the Romans, it was largely through the 
writings of Boethius and Cassiodorus that the knowledge of 
the ancient world was continued. With the rise of univer-
sities and the granting of degrees in the Middle Ages, the 
organizational framework for our present system of higher 
education and degrees was determined. The humanistic 
studies and discoveries in new fields of knowledge during 
the Renaissance greatly expanded the content of the cur-
riculum. A revival of interest in the classics of Greece 
and Rome and an emphasis on education for the man of leisure 
evolved. This was the situation when higher education began 
in Colonial America, and it is the purpose of this chapter 
to discuss this foundation. 
I. EDUCATION AND MUSIC IN ANCIENT GREECE 
For the Greek of ancient times, music, mousike, or 
musica had two meanings. In the broad sense, music meant 
the whole of the intellectual or literary culture as opposed 
to the culture of the body of faculties which were grouped 
under gymnastics. Music, the work of the nine muses, 
included the patron deities of history, music, comedy, 
tragedy, and dancing; lyric poetry and singing; and epic 
poetry and astronomy. In the stricter sense, the term 
was used in a similar manner to the present usage except 
dance movements which accompanied the singing and the 
poetic text were included. 1 Music was common or basic to 
activities that dealt with the pursuit of truth or beauty. 
From the time of Pythagoras, music was not only a composite 
art in which the poet, composer, and singer were one, but 
music became a part of philosophy. Music was valued 
because of its effects upon human activities and because 
it symbolized the natural and the supernatural world. 
The earliest definite figure to emerge from the 
musical past was Terpander of Lesbos around 675 B.C. By 
order of the Delphic oracle, Terpander was summoned to 
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Sparta to pacify dissension within the state, and he, there-
fore, was considered as the founder of Greek classical music. 
Besides this, credit was given to Terpander for increasing 
the sections of the kitharodic nomos to the hallowed number 
of seven. 2 
!Gustave Reese, Iv!usic in the ~liddle Ages (New York: 
1'1. W. Norton and Company, 1940}, P. 11. 
2Ibid. 
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vlith Pythagoras (582-507 B.C.), a theoretician and 
leader of a religious sect, the science of music became a 
part of philosophy and a mirror of the mathematical universe. 
A story was told how Pythagoras was passing a forge one day 
and became aware of the musical sounds of the five hammers 
of the blacksmiths. He noticed that four of the hammers, 
which weighed twelve, nine, eight, and six pounds, respec-
tively, sounded harmoniously when they were played together. 
The fifth, which was discordant, was not a whole number. 
From this observation, Pythagoras reasoned that harmonies 
arose only from the relationships of whole numbers. In 
this manner, Pythagoras established the basis of acoustical 
theory.3 
Much thought was given to immortality and transmigra-
tion of the soul by Pythagoras and his followers. "These 
beliefs led the Pythagoreans to seek an explanation of the 
universe in terms of immortal, immutable, suprasensible 
things." 4 The necessary key for these beliefs was found in 
the world of numbers which was manifested in musical rela-
tionships. To Pythagoras and his followers, numbers deter-
mined both quantities and qualities. 
3Beekman C. Cannon, Alvin H. 
Waite, The Art of Music (New York: 
~)--.,-pany, l9DO , p. o. 
4Ibid. 
The numbers, one, two, 
Johnson, and William G. 
Thomas Y. Crowell Com-
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three, and four, made up the nature of magnitudes. Often the 
Greeks represented numbers by points. For example, the 
number two was represented by two points, and by means of 
these points, a line could be produced. Three points formed 
a triangle and four, a pyramid or solid. "The number four 
also included the elements: fire, air, earth, and water; 
the four seasons of the year; and the ages of man: infancy, 
youth, manhood, and old age."5 By such associations, mathe-
matics was raised from the practical science of counting and 
measuring to a level of philosophical speculation. As a 
part of this science, music ruled the universe. It affected 
human activities and was a symbol of the natural and super-
natural world. 
Plato {c. 427-347 B.C.), the first important Greek 
philosopher, assigned an important place to music. In the 
r 
Republic, he was concerned with what is just. 0 Plato felt 
that justice could only exist in a society which was based 
on sound principles; music was to be first in this society. 
In the ideal state, each class of person, the philosopher, 
soldier, and worker, was to have his own function. Since 
Plato lived in a warring age, he realized the need for a 
5rbid. 
r 
0 Plato, The Republic and Other lvorks (trans.), 
B. Jowett (Garden City: Doubleday and Company, Inc., 
Dolphin Books). 
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well-trained class of warriors to guard the state. In order 
that the warriors would not pervert their power and destroy 
the state, the soldiers had to be educated and indoctrinated 
with sound principles. Plato discussed the place of music 
in the education of youth when he inquired of Adeimantus as 
follows: 
And what shall be their education? 
better than the traditional sort?--and 
divisions, gymnastic for the body, and 
soul. 
True. 
Can we find a 
this has two 
music for the 
Shall we begin education with music, and go on to 
gymnastic afterwards? 
By all means. 
And when you speak of music, do you include litera-
ture or not? 
I do. 
And literature may be either true or false? 
Yes. 
And the young should be trained in both kinds, and 
we begin with the false? 
I do not understand your meaning, he said. 
You know, I said, that we begin by telling children 
stories which, though not wholly destitute of truth, 
are in the main fictitious; and these stories are told 
them when they are not of an age to learn gymnastics. 
Very true. 
That was my meaning when I said that we must teach 
music before gymnastics.7 
After a lengthy discussion on the proper subjects for 
stories and poetry, a conversation about melody, song, and 
harmony followed. Glaucon was not sure what should be said 
about these, so Plato continued: 
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At any rate you can tell that a song or ode has three 
parts--the words, the melody, and the rhythm; that degree 
of knowledge I may presuppose? 
Yes, he said; so much as that you may. 
And as for the words, there will surely be no differ-
ence between words which are and which are not set to 
music; both will conform to the same laws, and these 
have been already determined by us? 
Yes. 
And the melody and rhythm will depend upon the words? 
Certainly. 
He were saying when we spoke of the subject-matter, 
that we had no need of lamentation and strains of sorrow? 
True. 
And which are the harmonies expressive of sorrov1? You 
are musical, and can tell me. 
The harmonies which you mean are the mixed or tenor 
Lydian, and the full-toned or bass Lydian, and such like.s 
Plato continued his discussion on the ethos of music by 
questioning Glaucon further: 
And which are the soft or drinking harmonies? 
The Ionian, he replied, and the Lydian; they are 
termed ''relaxed."9 
The Dorian and Phrygian harmonies were for military purposes, 
and these represented courage and freedom. Rhythms followed 
and were subjected to the same rules as harmonies. 
~1usic, the most noble of all training, was summarized 
by Plato as follows: 
And therefore, I said, Glaucon, musical training is a 
more potent instrument than any other, because rhythm and 
harmony find their way into the inward places of the soul, 
on which they mightily fasten, imparting grace, and making 
the soul of him who is rightly educated graceful, or of 
him who is ill-educated ungraceful; and also because he 
who has receivedthis true education of the inner being 
will most shrewdly perceive omission or faults in art 
8Ibid., pp. 86-87. 
9Ibid. 
and nature, and with a true taste, while he praises and 
rejoices over and receives into his soul the good, and 
becomes noble and good, he will justly blame and hate 
the bad, now in the days of his youth, even before he 
is able to know the reason why; and when reason comes 
he will recognize and salute the friend with whom his 
education has made him long familiar. 
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Yes, he said, I quite agree with you in thinking that 
our youth should be trained in music and on the grounds 
which you mention.lO 
Although the children did not understand the reason 
for their education in music, their minds were shaped by 
the specific examples which were given to them. A higher 
form of knowledge was needed for the philosopher kings. 
The first step in their education was the study of mathe-
matics which consisted of arithmetic, plane and solid 
geometry, astronomy, and music. These subjects, which 
made up the quadrivium, were related because they all dealt 
with numbers. After the study of mathematics, the most 
brilliant philosopher kings studied philosophy or dialectic. 
In discussing the latter, Plato stated: 
And so, Glaucon, I said, we have at last arrived at 
the hymn of dialectic. This is that strain which is of 
the intellect only, but which the faculty of sight will 
nevertheless be found to imitate; .•• And so with dia-
lectic; when a person starts on the discovery of the 
absolute by the light of reason only, and without any 
assistance of sense, and perseveres until by pure intel-
ligence he arrives at the perception of the absolute 
good, he at last finds himself at the end of the intel-
lectual wor121 as in the case of sight as the end of the visible. 
10Ibid., p. 90. 
llibid., p. 224. 
Music, not as an art but as a science, became a part of 
higher education in Plato's ideal state. 
Timaeus, a work which showed the influence of 
Pythagoras, was written when Plato was about seventy years 
of age. 12 Plato's universe was made up of a spherical body 
consisting of the elements of fire, air, earth, and water; 
his universe was animated with a soul which was its ruler. 
The world soul was to partake of the nature of the eternal 
soul but not to the same degree as its perfect model. 
Besides this, the world soul was to share the qualities 
of Existence, Sameness, and Difference with the ruling 
soul. The latter was made of these three forms, and Plato 
stated that the Maker divided the universe as follows: 
And having made a unity of the three, again he 
divided this whole into as many parts as was fitting, 
each part being a blend of Sameness, Difference, and 
Existence. 
And he began the division in this way. First he 
took one portion (1) from the whole, and next a portion 
(2) double of this; the third (3) half as much again as 
the second, and three times the first; the fourth (4) 
double of the second; the fifth (9) three times the 
third; the sixth (8) eight times the first1· and the seventh (27) twenty-seven times the first. 3 
Next, he went on to fill up both the double and the 
triple intervals, cutting off yet more parts from the 
original mixture and placing them between the terms, 
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12Francis J'.!acDonald Cornford, Plato 1 s Cosmology: The 
Timaeus of Plato (New York: Harcourt, Brace, and Company-,--
1937). --
13Ibid., p. 66. 
so that within each interval there were two means, the 
one (harmonic) exceeding the one extreme and being 
exceeded by the other by the same fraction of the 
extremes, the other (arithmetic) exceeding the one 
extreme by the same number whereby it was exceeded by 
the other. 
These links gave rise to intervals of 3/2 and 4/3 
and 9/8 within the original intervals.l4 
Plato continued to cut off these portions until the mixture 
was all used. When the process was continued throughout 
the remaining tetrachords, the entire range of notes from 
one to twenty-seven was included. He had constructed a 
part of the diatonic scale where the range was fixed by 
extraneous means. In other words, Plato had divided the 
world soul into parts which were based on the ratios of 
the intervals of the musical scale. 
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The next step of the Maker of the world was to divide 
this fabric lengthwise into two halves, and by joining these 
centers in their middle, He made a cross. Next, the centers 
were bent into a circle with the ends meeting on the oppo-
site side of the first point of contact. The Outer circle 
became the sphere of the fixed stars while the Inner circle 
was subdivided into seven other circles which were the orbits 
of the seven planets. The motion of the first circle was the 
Same and that of the second circle, Different. These motions 
of the soul along with the material of the four elements 
14~., p. 71. 
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completed the structure of the entire universe. In this way, 
music was raised to the level of metaphysics. 15 
According to the philosoph;:,' of Plato, music was a 
controlling factor at every level. The universe was framed 
in musical proportions; the science of number led to the 
abstract and intelligible world; music as an art in every-
day life formed the character of citizens. 
In 367 B.C., Aristotle came to Plato's Academy. 
Since Aristotle was not satisfied with Plato's justifica-
tion of the motion of the universe, he developed his own 
philosophy about the nature of the world. Aristotle 
established an antithesis between Form, which determined 
the quality of things, and Matter, which was determined 
by Form. These Forms existed only as they were materialized 
and were imposed upon Matter. Form and Matter had to exist 
together, and the motion and change of the natural world 
were a result of Form acting on Matter. Because Aristotle's 
approach to philosophy was based on physical reality, music 
became a physical rather than a natural phenomena for him. 
As a result, Aristotle gave less importance to music than 
Plato. 
Aristotle agreed that the state needed to have some 
end in view, but in his Politics, he described how there 
l5Ibid., pp. 72-73. 
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could be more than one form of ideal society due to the dif-
ferences in the natural world. 16 The goal of Aristotle's 
ideal state was to be attained by exercising virtue. Since 
virtue belonged to the spirit, Aristotle explained: 
There are two different parts of the soul. One of 
these parts has a rational principle intrinsically and 
in its own nature. The other has not; but it has the 
capacity for obeying such a principle. \'/hen we speak 
of a man as being "good", we mean that he has the good-
nesses of these t1-1o parts of the soul. But in which of 
the parts is the end of man's life more particularly to 
be found? The answer is one which admits of no doubt 
to those who accept the division just made. In the 
world of nature as well as art the lower always exists 
for the sake of the higher. The part of the soul which 
has rational principle is the higher part. (It is there-
fore the part in which the end of man's life is more 
particularly to be found. ) But this part may in turn 
be divided, on the scheme which we generally follow, 
into two parts of its own. Rational principle, accord-
ing to that scheme, is partly practical, partly specu-
lative.l7 
Aristotle continued to describe the nature of the 
soul by dividing the rational part of the soul and its 
activities into two parts. Those who could attain two or 
all the possible activities, that is, rational activity of 
the speculative order, rational activity of the practical 
order, and the obedience to the rational principle, preferred 
the higher activity, for man desired the highest that he 
could attain. 
16Ernest Barker (trans.), The Politics of Aristotle 
(New York: Oxford University Press, 1958). 
l7Ibid., p. 317. 
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Next, Aristotle described the different parts of life 
by saying: 
Life as a whole is also divided into its different 
parts--action and leisure, war and peace; and in the 
sphere of action we may further distinguish acts which 
are merely necessary, or merely and simply useful, from 
acts which are good in themselves. The legislation of 
the true statesman must be framed with a view to all of 
these factors. In the first place, it must cover the 
different parts of the soul and their different activi-
ties; and in this field it should be directed more to 
the higher than the lower, and rather to ends than 
means. In the second place it must also cover, and 
it must place in the same perspective, the different 
parts or ways of life and the different categories of 
acts. It is true, again, that they must be able to 
do necessary or useful acts; but they must be even 
more able to do good acts. These are the general aims 
which ought to be follo~ed in the education of child-
hood and of the sta(?.;es of adolescence which still 
require education.lo 
The educational system was for rich or poor and was 
to be based upon the division of the soul. First, the lower 
faculties were to be trained, and the preparation for prac-
tical activities and higher reasoning followed. Since pre-
occupation with practical subjects might imply concern with 
financial gain or praise, these studies were unworthy of a 
free man and were called illiberal rather than liberal arts. 
Four subjects, reading and writing, drawing, gymnas-
tics, and music, constituted the lower faculties. The first 
two subjects had some utility; the third promoted courage; 
the latter was for the cultivation of leisure. While 
18~., pp. 317-318. 
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listening to and performing music were useful as forms of 
recreation and leisure, music had to lead to virtue and to 
move the soul if it were to be a liberal art. Aristotle 
justified music's ability to lead to virtue by saying: 
\'lith musical compositions, however, the case is dif-
ferent. They are, in their very nature, representations 
of states of character. This is an evident fact. In 
the first place, the nature of the modes varies; and 
listeners will be differently affected according as 
they listen to different modes. The effect of some 
will be to produce a sadder and graver temper--this 
is the case, for example, with the mode called the 
Mixolydian. The effect of others (such as the soft 
modes) is to relax the tone of the mind. Another mode 
is specially calculated to produce a moderate and col-
lected temper; this is held to be the peculiar power 
of the Dorian mode, while the Phrygian mode is held to 
give inspiration and fire. \'le may 1vell approve of the 
views thus advanced by those who have studied the sub-
ject of musical education; for the evidence by which 
they SUQport their theories is derived from actual 
facts.l~ 
Rhythm had a similar effect on the mind, so music was accepted 
as a liberal art. In describing the ethos of music further, 
he stated: 
What we have said makes it clear that music possesses 
the power of producing an effect on the character of the 
soul. If it can produce this effect, it must clearly be 
made a subject of study and taught to the young. We may 
add that the teaching of music is congenial to the 
natural endowment of youth. Owing to their tender years, 
the young will not willingly tolerate any unsweetened 
fare; and music, by its nature, has a quality of sweet-
ness. Nor is that all. The modes and rhythms of music 
have an affinity with the soul, as well as a natural 
19Ibid., pp. 344-345. 
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sweetness. This explains why many thinkers connect the 
soul with harmony--some saying that it is a harmon~~ and 
others that it possesses the attribute of harmony,2u 
Although musical performance was studied by the young, 
the purpose was to learn to judge the playing of others. 
Both in regard to the instruments used, and the degree 
of proficiency sought, we may accordingly reject any pro-
fessional system of instruction. By that we mean any 
system intended to prepare pupils for competitions. On 
such a system the player, instead of treating music as 
means to his own improvement, makes it serve the pleasure--
and that a vulgar pleasure--of the audience to which he 
is playing. That is why we regard his performance as 
something improper in a freeman, and more befitting a 
hireling.2l 
As Plato, Aristotle included music as a part of all educa-
tion. Music as a leisure subject was an illiberal art, but 
because of its effect on the soul, it was also included as 
a liberal study. 
Aristoxenus, a pupil of Aristotle, was the first 
Greek writer to deal with the theory of Greek music based 
on performance. In his work, Harmonic Elements, he attacked 
the problem of intonation and relied more on the ear than on 
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mathematics in deriving the proper tuning for the scale. 
He explained the difference between the geometrician and 
the student of music science: 
(New 
2orbid., p. 345. 
2lrbid., p. 348. 
22oliver Strunk, Source Readings in Music History 
York: W. W. Norton and Company, Inc., 1950), p. 25. 
It is usual in geometrical constructions to use such a 
phrase as ''Let this be a straight line''; but one must 
not be content with such language of assumption in the 
case of intervals. The geometrician makes no use of 
his faculty of sense-perception. He does not in any 
degree train his sight to discriminate the straight 
line, the circle, or any other figure, such trainins 
belonging rather to the practice of the carpenter, the 
turner, or some other handicraftsman. But for the 
student of musical science accuracy of sense-perception 
is a fundamental requirement. For if his sense-percep-
tion is deficient, it is impossible for him to deal 
successfully with those questions that lie outside the 
sphere of sense-perception altogether. 23 
With this new idea of intonation, Aristoxenus laid the 
foundation for modern aesthetics. 
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Plato, Aristotle, and other Greek philosophers formed 
schools where they lectured and discussed philosophy with 
their students. The first real school of Greek philosophy 
was Plato's Academy which consisted of a group of master 
and pupils who formed a religious guild dedicated to the 
Muses. Pupils lived near the Academy Garden and reported 
to classes early each morning. The curriculum consisted of 
the study of philosophy (dialectics, physics, metaphysics, 
ethics, politics, law, literature) and mathematics (arith-
metic, geometry, astronomy, music). This school continued 
until the time of Justinian in A.D. 519. Aristotle, a pupil 
at Plato's Academy, later opened his own Lyceum where he 
lectured in metaphysics, logic, aesthetics, ethics, politics, 
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and rhetoric as well as in the natural sciences of physics, 
meterology, botany, zoology, anatomy, geography, geology, 
and medicine. These schools formed the foundation of later 
higher education. 
In addition to musical theory and philosophy, musical 
performance played an important part in the life of the 
early Greeks. The oldest professional musician was the 
blind Homeric bard who played the lyre, sang and recited 
poetry at banquets, and told of great deeds. Gradually, 
he developed into a spoiled virtuoso and dressed in royal 
attire as he went from city to city and participated in 
national contests. 
Ivlusical performances were included in the religious, 
civic, and everyday life of the Athenian. \1/hile boys 
learned to play the seven string lyre, to sing, to chant, 
and to dance in the music school, adults participated in 
the musical events of the temple and the home. Sachs 
described the musical activities of Athens by saying: 
Music was indispensable in the many solemn processions 
to temples and sacred woods at home and to the national 
shrines in Delphi or Olympia, where the townships tried 
to outdo each other in the number, size, and quality of 
their choirs. Music embellished the home. Every man 
was expected to sing at banquets and to accompany him-
self on the lyre, and the ladies in their rooms amused 
th~mselves with ~inging and playing the lyre, whil~4 their orlental slave glrls would strum the eastern harp. 
24curt Sachs, Our Musical Heritage (Englewood Cliffs: 
Prentice-Hall, Inc., 1955), p. 26. 
In the country, the people sang their folk songs and their 
work songs, as they labored in the vineyards, spun their 
wool, or watched their flocks, 
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In spite of the attention that was given to musical 
performances, this phase of music was considered a practical 
art in contrast to music theory which was a liberal art. 
When the Greeks put their ideas, techniques, and arts into 
organized forms and systematic bodies of knowledge, the 
intellectual arts, which were appropriate to the freeman, 
became known as the liberal arts and those that were 
vocational in nature came to be known as the practical 
arts. The latter group, including the performance of music, 
was never organized into systematic bodies of knowledge with 
the conscious aim to improve them in the way that the liberal 
arts were organized and improved. Because the liberal arts 
were so well organized, they received preeminence over the 
practical arts. Education could use knowledge that was 
written down more readily. Since the free man had intel-
lectual interests, the fine arts were deemphasized in Greek 
higher education. 
By the third and second centuries B.C., many changes 
occurred in Greek education and music. Religious, civic, 
and martial music gave way to a softer, more romantic, and 
sensuous kind of music. Institutions of higher learning 
and libraries were opened in cities, such as Alexandria, 
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Pergamum, Antioch, Rhodes, Tarsus, Smyrna, and Halicarnassus. 
Another change was the increased emphasis on Plato's ideal 
of education. When the Greek lost his political liberty to 
the Macedonians and the Roman Empire, he became less a man 
of action and more a man of contemplation. He turned more 
to the development and spread of culture, literature, 
artistry, rhetoric, and intellectual studies in place of 
government and more practical knowledge. This was the 
situation when Rome began to borrow ideas from Greek educa-
tion, and it was this concept that a liberal education was 
for the leisure class that has continued until modern times. 
II. EDUCATION AND MUSIC IN ROME 
Higher education in Rome passed through three stages 
of development. In the third, second, and first centuries 
B.C., or the Hellenistic-Republican period, much creative 
work was done in Greek scientific studies and mathematics. 
This was particularly true in the Eastern centers of 
Alexandria, Rhodes, Pergamum, and Antioch. While scholars 
in the East were beginning to codify and systematize the 
bodies of knowledge that have come down as grammar, rhetoric, 
and logic, the Latin authors of the ~lest were assimilating 
the creative products of Greek literature and philosophy. 
In the first century B.C. to the second century A.D., the 
creativity of Greek work began to decline, and the emphasis 
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was placed on systematizing and reworking the older materials. 
The creativeness in literature and language arts was shifted 
to the Latin writers in the Vlest. From the third to the 
fifth centuries A.D., the Greek and Latin 1·wrlds lost much 
of their creativeness and turned to editing and digesting 
knowledge that had been codified and systematized in earlier 
periods. 
After the Romans had conquered Greece and a leisure 
class had evolved, the Romans gradually began to absorb 
Greek culture and produce their own leaders. In 275 B.C., 
Livius Andronicus, a Greek who was a Roman prisoner, trans-
lated the Odyssey into Latin. Cicero, the famous Roman 
orator and statesman, maintained that a good orator needed 
a broad general education and a knowledge of the whole 
range of liberal arts in order to make decisions. In 
fact, he said: 
In my opinion, indeed, no man can be an orator pos-
sessed of every praiseworthy accomplishment, unless he 
has attained the knowledge of everything important and 
of all liberal arts, for his language must be ornate 
and copious from knowledge, since, unless there be 
beneath the surface matter understood and felt by the 
speaker, orato25 becomes an empty and almost puerile 
flow of words. 
This background was needed for public and private life as 
well as for intellectual and spiritual experiences. 
25Paul Monroe, Source Book of the History of Educa-
tion for the Greek and Roman Perfo~(New York: The Mac-
millan Company, 1900}; p. 430, citing De Oratore. 
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!llarcus Fabius Quintilianus (A.D. 35-c. A.D. 100), the 
foremost writer on Roman educational practice, believed that 
after a boy learned to read and to write without difficulty, 
he should go to the teacher of literature. The aim of his 
studies was to learn to speak accurately, interpret the 
poets, and to write correctly. Reading was to include 
every kind of writer. The training included music, for 
grammar cannot " ••• be complete without a knowledge of 
music, since the grammarian has to speak of metre and 
rhythm." 26 Moreover, a knowledge of music was needed for 
the orator because it contributed to his art and skill. 
In discussing the utility of music, Quintilian said: 
Music, however, by means of the tone and modulation of 
the voice, expresses sublime thoughts with grandeur, 
pleasant ones with sweetness, and ordinary ones with 
calmness, and sympathises in its whole art with the 
feelings attendant on what is expressed. 25. In 
oratory, accordingly, the raising, lowering, or other 
inflexion of the voice, tends to move the feelings of 
the hearers; and we try to excite the indignation of 
the judges in one modulation of phrase and voice, (that 
I may again use the same term,) and their pity in 
another; for we see that minds are affected in dif-
ferent ways even by musical instruments, though no 
words can be uttered by them. 26. A graceful, and 
becoming motion of the body ••. is necessary, and 
cannot be sought from any other art than music; a 
qualification on which no small part of oratory depends, 
and for treating on which a peculiar portion of our work 
is set apart. If an orator shall pay extreme attention 
to his voice, what is so properly the business of music? 
But neither is this department of my work to be antici-
pated; so that we must confine ourselves, in the meantime, 
26Ibid., p. 468. 
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to the single example of Caius Gracchus, the most eminent 
orator of his time, behind whom, when he spoke in public, 
a musician used to stand, and to give, with a pitch-pipe 
..• the tones in which his voice was to be exerted. 
28. To this he attended even in his most turbulent 
harangues, both when he frightened the patricians, and 
after he began to fear them. 
For the sake of the less learned, and those, as they 
say, "of a duller muse," I wou2d wish to remove all 
doubt of the utility of music. '( 
Varro, who lived in the second century B.C., was consi-
dered as one of the most learned men of his day. He trans-
lated into Latin many Greek writings on philosophy and 
science. In Disciplinarum Libri Novem (A Discussion of 
the Arts and Sciences in Nine Books), he listed the nine 
subjects, grammar, rhetoric, logic, astronomy, arithmetic, 
geometry, music, architecture, and medicine. 28 These sub-
jects were the ones in which Greece was superior to Rome. 
Since Varro could not find any science in the fine arts of 
poetry, painting, drawing, or sculpture, he left them out. 
He was able to justify architecture and music because these 
subjects had been developed systematically to a degree so 
that they could be handed down from teacher to student. 
Therefore, Varro 1 s liberal arts were confined to what he 
considered to be Greek scientific studies, that is, organized 
27Ibid., pp. 474-475. 
28charles H. ~~ills, "The History of l~usical Degrees," 
Music Teachers National Association Volume of Proceedings, 
Series 7 (1912), loO. 
and systematic knowledge. He did not include agriculture, 
mechanics, and engineering, for in these areas the Romans 
were superior. 
Another work which consisted of nine books was The 
!Jiarriage of Mercury and Philology by Capella. This work 
was written in the fifth century A.D. and dealt with the 
accepted subjects of his time. The first two books were 
an elaborate allegory which served as an introduction to 
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the last seven textbooks on the seven liberal arts, grammar, 
rhetoric, dialectic, arithmetic, geometry, astronomy, and 
music. In the introduction, Capella described the search 
for a fitting bride for Mercury, and the seven bridesmaids 
represented the seven liberal arts. As each bridesmaid 
was presented, she gave a speech on one of the above 
studies. Music was treated mostly from the philosophical 
viewpoint and followed the theories of Pythagoras and 
Plato. Medicine and architecture were excluded because 
Capella felt that these represented earthly ills and 
dwellings. Since music was primarily a pure science, it 
was maintained for "supermundane" interests. 
Saint Augustine (354-430) devoted much of his time 
to music and wrote treatises on six of the seven liberal 
arts prior to his conversion. These writings helped to 
prepare the way for the church to assimilate the secular 
liberal arts. Among the works that Saint Augustine wrote 
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after his conversion were the Confessions and De ~lusica. In 
the latter work, Saint Augustine was concerned largely with 
meter, versification, and eternal and spiritual numbers. 
~1edieval writers frequently quoted the definition of music 
which was given in this v10rk: Musica est scientia bene 
modulandi ("Music is the science of modulating well"), 
implying that modulation referred to the rhythmical and 
melodic structure of the work. 29 In the Confessions, Saint 
Augustine wrote of the powerful effect that music had on 
him. He often feared that "its charm sometimes caused him 
to be moved by esthetic pleasure rather than by the sacred 
words."30 At other times, music led him towards the truth, 
for he wrote as follows: 
How greatly did I weep in Thy hymns and canticles, 
deeply moved £l the voices of Thy sweet-speaking church. 
The voices flowed into mine ears, and the truth was 
poured forth into .!!!1. hea:rt,'" Wi1e'i1ce the -a:gita tion of .!!!1. 
piety overflowed, and my tears ~ ~, and blessed 
was I therein. ::il 
Instruments had a symbolic meaning for Saint Augustine, as 
he described them by saying: 
29Reese, ~· cit., p. 64. 
30Ibid. 
31Ibid., pp. 64-65. 
1 
Nor must~ kejjP back~ mystical meanin; of the 
1 timbrel ~ psal ery. ~ the timbrel leather is 
stretched, ~ the psaltery gut is stretched; ~either 
instrument the flesh is crucified. 
-- --
In his writings, Saint Augustine pointed out that 
music belonged to the scientific disciplines, that mental 
agility which is gained from the study of the liberal arts 
and music should show the way to salvation to those who 
have erred on the wrong path, and finally, that music is 
the embodiment and expression of Christian devoutness. 
Music was an intermediary between God and man. 
In addition to the works of musical theorists, Rome 
had many performing musicians. By the first century A.D., 
orchestras and choruses had grown to gigantic proportions; 
loud and virtuoso performing was the style; competition and 
bribery existed among the artists. Although instrument 
makers flourished, libraries were closed. Slaves sang and 
played day and night as women sang and played the cithara. 
Emperors practiced music and stressed the use of brass 
instruments for military affairs. Even Nero wanted to be 
counted among the real artists of the profession, and the 
foremost thought in his mind when he was dying according to 
legend was " ••• what an artist is lost in me. 11 33 
32Ibid., p. 64. 
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33paul Henry Lang, Music in Western Civilization (New 
York: vi. vi. Norton and Company,Inc., 1941), p. 35, citing 
Nero l_, p. 49. 
Though the science of music and the art of musical 
performance were a part of Greek and Roman education and 
culture, it was only as a science that music was included 
among the liberal arts. While Varro and Capella included 
music as a part of the liberal arts, Saint Augustine 
prepared the way for the church to include the liberal 
arts. This was the situation at the beginning of the 
Middle Ages. 
III. EDUCATION AND MUSIC IN THE EARLY li!IDDLE AGES 
42 
With the rise of Christianity, the catechumenal, 
monastic, and cathedral schools were organized, The former 
school reached its peak in the fifth century and disappeared 
by the ninth century. This school taught the church candi-
dates the rituals, moral precepts, and doctrines of the 
church. 
The monastic schools dominated Europe from the sixth 
to the eleventh centuries. In the early ~liddle Ages, a 
definite distinction was made between the regular clergy 
who administered directly to the people and the clergy who 
were monks and lived in monasteries according to strict 
rules, Saint Benedict (c. 480-540), the most influential 
leader of these monastic groups, organized an elaborate 
scheme of regulations for his followers at Monte Cassino. 
The rules of the order emphasized obedience to God and to 
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the Abbot, simplicity of life, and constant industry. The 
copying of manuscripts was one of the important duties, but 
the study of classical literature was not included. By the 
ninth century, several thousand of these monasteries existed 
throughout Europe. 
The church of the bishop was the cathedral, and his 
church was usually larger and finer than the parish churches. 
While the services were more elaborate, the school was 
organized in reference to the needs of the cathedral and 
of the diocesan administration. The training of future 
priests and officials, plus teaching music to the choir-
boys, were the functions of these schools. Though the 
Scholasticus was the official in charge of the school, the 
Cantor trained the choir, conducted the singing in the 
cathedral services, selected the passages to use in worship, 
34 and arranged the church calendar. As the number of stu-
dents in the cathedral schools increased, the teaching and 
directing of the school was delegated by the bishop to a 
church official known as the chancellor. 35 The chain of 
authority was from Pope to bishop to chancellor. Gradually, 
34Edward H. Reisner, Historical Foundations of Modern 
Education (New York: The Macmillan Company, 1927),-pp. 242-
243. 
35R. Freeman Butts, A Cultural History of Western 
Education (New York: McGraw-Hill Book Company, Inc., 1955), 
p. 131. 
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the most important power delegated to the chancellor was the 
right to issue a teaching license (licentia docendi) to 
qualified students within the diocese.36 When some of the 
cathedral schools gained greater prominence, the chancellor 
was given power to issue a license (licentia docendi ubique) 
to teach anywhere.37 In this way, the cathedral school was 
able to gain authority beyond its diocese. Certain of the 
cathedral schools acquired the name of studium generale, a 
place of general study, because the students came frorn a 
wide area and its license to teach was recognized beyond 
its jurisdiction.38 By the year 1100, the rnost flourishing 
of these were Chartres, famous for the study of grammar; 
Paris, famous for logic and theology; and Bologna, famous 
for law; and Salerno, famous for the study of medicine. 
Though the monastic school was founded upon an 
ascetic ideal, musical instruction was of primary impor-
tance. Gregory, who later became Pope, ~1as influential in 
the success of the schola cantorum at Rome. Elementary 
instruction in grammar and writing, which was based on the 
paslter, was given in addition to singing, but it is 
36Ibid. 
37Ibid., p. 132. 
3Slbid. 
doubtful if the liberal arts were included. Many other 
schools, such as the singing schools of Metz and Rouen, 
were modeled .from the school in Rome. 
In the cathedral schools, there were separate divi-
sions .for son;~, grammar, the arts, and theology. A dicho-
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tomy existed here because the cathedral school was a con-
tinuation of the Gregorian schola cantorum and the epis-
copal schools for the training of the clergy and the noble 
laity in the arts and theology. As in the monastic schools, 
the cathedral school included Latin, grammar, arithmetic, 
the elements of music, and participation in the litur;;ical 
services. Music instruction might also have included the 
study of musical sounds and the relation to mathematical 
numbers, consonant and dissonant intervals, the position 
of half steps, and the formation of scales. 
Guido d 1 Arezzo, a Benedictine monk and famous 
teacher, " ••• perfected staff-notation, so far as plain-
song is concer'ned and reestablished solmisation. " 39 
The system aided the boys in reading music and singing. 
From the time of Gregory, music schools continued 
to be a part of the monastic and cathedral schools. 
Treatises were written which embraced studies in theore-
tical knowledge, musica speculativa, and musical performance, 
39Reese, ££· cit., p. 127. 
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musica practica. 40 The speculative treatises included such 
items as justifying the study of music and showing its bene-
fits, divisions, and relation to the other arts. Defini-
tions, etymology, invention of music, its uses and effects, 
division, and mathematical ratios were also discussed. 
Generally, musica practica and musica speculativa were 
quite closely connected.41 
Contemporary with the monastic and cathedral schools 
were the convent schools. Instruction was given in reading, 
writing, copyin6 Latin, music, spinning, weaving, and 
needlework. Their contributions to art and music were 
noteworthy. 
From the end of the twelfth century until the rise 
of the universities, the great cathedrals continued the 
work in encyclopedic studies. Many included the studies 
of the trivium and quadrivium, and with the rise of the 
university, these schools continued the tradition of the 
seven liberal arts, one of which was music. 
The musical writings of Cassiodorus (c. 485-c. 580), 
Boethius (c. 480-524), and Isidore (c. 570-636) constituted 
the material for musical studies within the quadrivium until 
40Nan Cooke Carpenter, Music in the ~ledieval and 
Renaissance Universities (Norman: University of Oklahoma 
Press, 1958), p. 26. 
41 Ibid., p. 29. 
the beginning of the ninth century. vlhile Cassiodorus 
considered the practice of the liberal arts as a means to 
the better unjerstanding of the Scriptures, Boethius sum-
marized all that was known about the music of the time. 
Cassiodorus, a contemporary of Boethius, served 
Theodoric and Athalaric, and upon his retirement, he 
founded two monasteries. Cassiodorus divided music into 
scientia harmonia (the structure of melody), scientia 
rhythmic metrica (the correspondence between melody and 
text), and scientia metrica (metrical analysis). 42 He 
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quoted the text, "Wisdom builded her house; she hath hewn 
out her seven pillars." 43 This indicated that the Christian 
authorities accepted pagan studies into their curriculum and 
also gave scriptural proof that the number of the studies 
should be seven. Moreover, there was little other avail-
able material. 
Boethius, a philosopher and mathematician, treated 
music more fully than any other writer of the time in his 
books, De Institutione Musica and De Re l'Iusica. 44 In the 
former work, Boethius described a musician as follov1s: 
42Reese, 
.2£· cit., p . uS. 
43Butts, 
.2£· cit., p • 148, citing the Bible, Proverbs 
IX, vs. 1. 
44Reese, loc. cit. 
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This is now to be considered; that every art, and 
every discipline as well, has by nature a more honorable 
character than a handicraft, which is produced by the 
hand and .labor of a craftsman. For it is far greater 
and nobler to know what someone does than to accomplish 
what someone else knows, for physical skill obeys like 
a handmaid while reason rules like a mistress. And 
unless the hand does what the mind sanctions, it is 
vain. How much more admirable, then, is the science 
of music in apprehend4gg by reason than in accomplish-
ing by work and deed. 
This concept of the musician was continued into the l\!iddle 
Ages, and the numerous manuscripts of this work in various 
libraries testified to the popularity of the work in the 
remote centuri.es. 
Boethius divided music into three areas, musica 
mundana (harmony in the macrocosmos), musica humana (har-
many in the microcosmos), and musica instrumentis constituta 
(practical music or an imitation of the first two). 46 He 
explained the differences between the Pythagorean, Aris-
toxenian, and Ptolemaic tuning systems. Because he favored 
the Pythagorean system, it became the choice of medieval 
writers. 
In his work, Etymologiarum, Isidore compiled an 
encyclopedic treatise on the arts and sciences in the form 
of an inquiry into the origins of their technical terms. 
45strunk, 2£· cit., p. 85. 
46Reese, loc. cit. 
Like Boethius and Cassiodorus, Isidore was an intermediary 
from whose writings the early Middle Ages got their impres-
sions of the ancient world. However, these writings led to 
considerable misunderstanding by the medieval theorists. 47 
IV. EDUCATION AND MUSIC IN THE MIDDLE AGES 
From the decline of the Roman Empire until the 
eleventh century, the church became the protector of learn-
ing, and levels of education were conditioned by the needs 
of the church. Schachner described the educational situa-
tion as follows: 
This clerical monopoly of learning made for far-
reaching results. It determined the course of Western 
thought for almost a thousand years; it canalized the 
very acute minds of the Middle Ages into fields of 
speculation from which they dared not escape; it set 
up the standards and interests of the Church as the 
limits beyond which knowledge must not spread; it pre-
determined all philosophy, all science, all social, 
political, and economic institutions. Back in the 
Dark Ages were shaped the moulds into which the 48 mediaeval universities were one day to be poured. 
European life was mostly rural; city life was stag-
nant; commerce was at a standstill. Because government and 
law were practiced on a local basis, confusion and violence 
were about the land. The people felt little need for 
47 Ibid., p. 52. 
48Nathan Schachner, The Mediaeval Universities (New 
York: Frederick A. Stokes Company, 1938), pp. 7-8. 
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education. However, by the eleventh century, an increase in 
population, in trade, and in manufacturing occurred in the 
towns. As the king's administrational needs were extended, 
legal business multiplied. The papal hierarchy needed more 
and better trained men to fill administrative ecclesiastical 
and judicial posts. Private careers in medicine and teach-
ing were beginning. The warrior class was learning the code 
of chivalry. All of these changes influenced the univer-
sities. 
Another element that influenced education was the 
translation of Arabian doctrines by Avicenna, Averroes, and 
Grundissalinu~>. These men aroused interest in Aristotle, 
and their translations introduced the philosophy of Islan 
to the \'lest. Al-Farabi (d. 950), author of an encyclopedia, 
was the chief figure in Arabian musical science as well as 
one of the earliest Moslem thinkers to develop a philoso-
phical method reconciling Aristotle and Islam. He divided 
music into musica speculativa and musica activa. 49 This 
idea was similar to the Greco-Roman concept of musica 
theoretica and musica practica.5° Another writer who showed 
the Arabian influence in his writings was Roger Bacon 
{1214?-1294). In his books, Opus Majus and Opus Tertium, 
49Lang, 2£· cit., p. 138. 
50ibid. 
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he devoted many pages to music.51 His approach VIas mathe-
matical, but the Arabian influence was evident in his con-
cern with the empirical nature of music and with its sonorous 
aural qualities. 
The Crusades were another means of bringing the know-
ledge of the East and West together. This assimilation of 
knowledge came from the Saracens by way of the Pyrenees and 
effected changes in the liberal arts. The trouveres, some 
of which were crusaders, wrote many songs about the adven-
tures of these groups and introduced new instruments into 
the West. 
No formal schools existed for the training of knights. 
Nevertheless, chivalric education became standardized and 
systematized into three levels. From the age of seven or 
eight to age fourteen or fifteen, the boy served as a page. 
11hile he was performing his duties, he possibly learned the 
graces and courtesies of the courts, how to sing and play 
musical instruments, how to take part in the religious 
ceremonies, and how to read and write in the vernacular. 
From the age of fourteen or fifteen to about twenty-one 
years of age, the boy was a squire, and he learned to ride, 
hunt, and fight, and to improve his social accomplishments 
by singing, playing and reciting, composing verses, dancing, 
51rbid. 
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and story-telling. In addition, he learned the coats of arms 
and other devices which were needed for heraldr;y. The young 
lady learned religion, social accomplishments of dancing, 
singing, instrumental music, and the accepted practices of 
courtesy at home or in a convent school. In either case, 
the knight or the lady of the court learned by practical 
induction through experience. 
Other groups to exert a strong influence on education 
were the merchant and craft guilds, organized to protect 
their trade and regulation of goods. While the merchant 
guilds had common funds for the purchase of goods, the 
craft guilds were organized according to craft in order 
to protect one another from shoddy work, low prices, or 
inferior workmen. Like the nobility, the education of the 
guild member was by practical induction. He began as an 
apprentice, and his master taught him the trade in addition 
to looking after his morals and religious education. He 
also taught him to read and to write. This training lasted 
from three to eleven years, after which the apprentice became 
a journeyman. With this rating, he traveled and worked as a 
day laborer for different masters in the shops. When he 
showed that he had mastered the skills of the trade, he 
became a master and could set up his own business. 
By the twelfth century, as teachers and students 
increased, teachers began to follow the typical medieval 
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pattern and to organize themselves into guilds. The purpose 
of the group was to protect teachers against the chancellor, 
bishop, king, or anyone who tried to bring them under con-
trol. In order to protect themselves against the teachers, 
townspeople, and each other, students, likewise, organized 
themselves into guilds. Usually, the groups were organized 
according to the region from which they came, and each 
''nation" elected a councilor to look after the members' 
interests, for much fighting and quarreling took place.52 
On the masters' side, the organizing of teaching subjects 
came to be known as faculties.53 This led to the rise of 
the four Faculties of Art, Law, tliedicine, and Theoloc;y. 
The Arts Faculty was the successor of the old cathedral 
school instruction in the seven liberal arts. This Faculty 
was found in almost all of the universities, but few 
included all four. 
The term university meant a number, plurality, or 
aggregate of persons.54 In the twelfth and thirteenth cen-
turies, the word applied to corporations of masters or 
students as well as to guilds, for the term was always 
52Ellwood P. Cubberly, The Histor1 of Education 
(Boston: Houghton Mifflin Company, 1920 ,:P. 223. 
53Ibid., p. 224. 
54Hastings Rashdall, The Universities of Europe in 
the !-Iiddle Ages (Oxford: Clarendon Press, 193o), I, 5. 
used as "University of Scholars, University of !·lasters, and 
University of Study."55 Throughout the Iiiiddle Ages, the 
term was used distinctly for the scholastic body and did 
not refer to collective schools. 
The school or town which held the academic institu-
tion was called the studium, and the place where students 
from all sections of the country were received was called 
r=..( 
the studium generale.~0 The secondary institutions, or 
studium generalia, were established by secessions of masters 
or students from Paris or Bologna. Thus, the universitas 
became, in practice, the inseparable accompaniment of the 
studium generale, and by the fifteenth century, the terms 
universita and studium generale became synonomous.5'7 
In the Arts Faculty, the university bachelorship 
meant that the student had become an apprentice teacher 
and that he was admitted to the guild and was privileged 
to gain experience in pedagogics by giving "extraordinary" 
lectures. The real degree was the Licentiateship to be 
earned by three years of further work. After receiving 
this degree, the candidate was ceremoniously inducted into 
55 Ibid. 
56Ibid., p. 6. 
5 '7 Ibid. , p. 16. 
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the faculty and the mastership or doctorate. By 1275, the 
licentiateship examinations became for<nalized into the 
determinance or the first form offue Bachelorship of Arts.58 
The degree was vocational in nature and indicated that the 
person was able to teach or that he was ready for advanced 
studies. 
The word, bachelor, was commonly used to describe a 
man who had not been married, and in various connections, 
it implied subordination or inferiority of rank.59 
Bachelor came from the medieval Latin, baccalarius and 
its variant baccalaris; Italian, baccalare; and French, 
bacheler. 60 In a general sense, the word meant youn6 man, 
but it passed through several different meaninss. The 
word was applied to various categories of pupils as: 
1. ecclesiastics of an inferior grade (young monks 
or recently appointed canons). 
2. those belonging to lowest ran!{ of knighthood. 
Knights bachelors were either poor vassals who could 
not afford to take the field under their own banner, 
or knights too young to support the responsibility 
and dignity of knights bannerets. 
3. those holding a preliminary degree of a univer-
sity and enabling them to proceed to tha,t1of master (magister) which entitled them to teach. 0 
58p. L. Harriman, "The Bachelor's Degree," Journal 
of Higher Education, VII (June, 1936), 301. 
59''Bachelor,'' Encyclopedia Britannica, II, 876. 
60Ibid. 
61Ibid. 
56 
Green stated that there seemed to be agreement that the word 
came from the Latin, baccalarius, which no doubt came from 
the Romanic meaning bacca for vacca which meant cow. 62 The 
baccalarius meant a herdsman serving under a farmer. The 
word was subsequently altered by a pun or word-lay to 
baccalaureus as if connected with bacca lauri, laurel 
berry. The pun gave rise to the doubtful thesis that stu-
dents who gained the Bachelor of Arts degree were crowned 
with a garland of laurel or bay berries. Some British 
universities practiced the custom of laureation which 
indicated the act of conferring an academic degree or 
honorary title with a wreath of laurel. 0 3 
The use of the \'lOrd, bachelor, in academic rank was 
influenced by the medieval guild system. Within this group, 
the bachelor or apprentice, such as the bachelor of butchery, 
bootmaking, and similar trades, was recognized. 
The students lived in the hospitia and the members of 
the same student household were called socii, 04 One of the 
members collected contributions, presided over the house, 
02Harry Green, "The Origin of the A. B. Degree," 
Journal of Higher Education, XVII (April, 1946), 306. 
'~ 0 Jibid, 
64Hastings Rashdall, The Medieval Universities (in 
The Cambridge ~!edieval History,- Vol. VI, ed. J. R. _Tanner 
and others. New York: The Macmillan Company, 1936), 
p. 57 4. 
hired his own teacher, and organized a self-governing com-
munity. At first, the colleges boarded and lodged only 
foundation members, and the teacher gave private instruc-
tion supplementary to that or the public school and uni-
versity. By the fifteenth century, the majority or stu-
dents lived in colleges, for the parents were glad to have 
their students live where superior discipline was the rule. 
Since many students were only thirteen years of age, the 
classics could not be taught efficiently to boys in the 
early stages by use of formal lecturing. Smaller classes, 
compulsory preparation, correction of written tasks, and 
individual attention became possible in colleges. By 1500, 
over sixty had been established.65 Eventually, the univer-
sity transformed itself into a federation of colleges for 
practical purposes. 
In the early universities, original investigation 
and historical method were unknown. A scholar had to prove 
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a point by a convincing arrangement of statements or pro-
positions which were taken from recognized sources of truth. 
In dealing with geometrical axioms, deductive proof was 
exact. l'ihen one drew upon the whole Array of the Church 
Fathers, Aristotle, the Bible, the degrees of the Church 
Councils, and bulls of the Popes, an infinite variety of 
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possibilities could result. An anonymous writer around the 
tenth century wrote the following about music and indicated 
how music was studied by a convincing arrangement of state-
ments and propositions: 
Of Symphonies 
(D) How is Harmony born of Arithmetic as from a mother; 
and what is Harmony, and what II'! us i c? 
(M) Harmony we consider a concordant blending of unequal 
sounds. !'lusic is the theory of concord itself. 
And as it is joined throughout the theory of 
numbers, as are also the other disciplines of 
Mathematics, so it is through numbers that we 
must understand it. 
What are the disciplines of Mathematics? 
Arithmetic, Geometry, Music, and Astronomy. 
. . . . . . . . . . . . . . . . . . . . . . . 
For these four disciplines (arithmetic, music, 
geometry, astronomy) are not arts of human invention, 
but considerable investigations of divine works; and 
by most marvelous reasons they lead ingenious minds to 
understand the creatures of the world; so that those 
who through these things know God and His eternal 
divinity are ine~pusable if they do not glorify Him 
and give thanks.oo 
Because of the lack of texts and methods of instruc-
tion, long periods of study were required. Odofredus, a 
distinguished teacher at the Law School of Bologna in the 
middle of the thirteenth century, described the medieval 
plan of instruction as follows: 
First, I shall give you summaries of each title 
before I proceed to the text; secondly, I shall give 
you as clear and explicit a statement as I can of the 
,,.. 
00 Oliver Strunk, 
Scriptores, Vol. I, pp. 
~· ~., pp. 134-135, citing 
184-190. 
purport of each Law (included in the title); thirdly, I 
shall read the text with a view to correctin6 it; 
fourthly, I shall briefly repeat the content of the 
Law; fifthly, I shall solve apparent contradictions, 
adding any general principles of Law (to be extracted 
from the passage), and any distinction and subtle and 
useful problems arising out of the Law with their 
solutions, as far as the Divine Providence shall 
enable me. And if any Law shall seem deserving, by 
reason of its celebrity or difficulty, of a R~Qetition, 
I shall reserve it for an evening Repetition. 0 1 
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Schachner wrote the following about the subjects of the time: 
The studies of the Quadrivium were a snare and a sham. 
Arithmetic and Astronomy, so-called, were mere means of 
calculating the date when Easter fell each year, so that 
the clergy might avoid the unforgivable sin of celebrat-
ing the Resurrection a day or two before time; Geometry 
was represented by a few of Euclid's propositions taken 
out of their context and propounded without proof; Music 
was a jargon of pgeudo-Pythagorean numbers and Psalter 
and church music. d 
Everyone who attended the university and went beyond 
the trivium studied music. Ambros said "hier steht also 
( wie bei Boethius) die ~1usik mitten zwischen Ari thmetik und 
Geometrie, sie ist ein Theil der Mathematik ¢;eworden 11 ("as 
1-Jith Boethius, music is a part of mathematics and stands 
between arithmetic and geometry."~9 
In addition to musical science and other studies, 
the student practiced music in his colle¢;e life. College 
67 Rashdall, The Universities of Europe in the r~iddle 
Ages, .2£· cit., I, 2TS. - --
68schachner, .2£· cit., p. 15. 
59August Wilhelm Ambros, Geschichte der Musik 
(Leipzig: F. E. C. Leuckart, 1880), II, 11~ 
statutes contained many prohibitions against musical noises 
which were calculated to disturb the study of others. Some 
German statutes permitted musical instruments at seasonable 
hours, provided they were musical. Listed among the pos-
sessions which the student had, Rashdall stated that '' •• 
the musical man had his 'lewt•.••7° A harpmaker was able to 
make a livelihood at Oxford, so there must have been a 
demand for the instruments.71 Chaucer described the clerk 
at Oxenford and his delight in books and music as follows: 
And all above ther lay a gay sautrie, 
On which he made a-nyghtes melodie 
So swetely that al the chambre ron~; 
And Angelus ad virginem he song; 
And after that he song The Kynges Noote 
Ful often blessed was his myrie throte.t2 
Definite regulations on the statute books of old 
universities 2:ave evidence that music was a part of the 
curriculum. Though these regulations were found most 
readily in universities that were organized spontaneously 
and modeled upon some archetype, it was more difficult to 
judge the music in a university which evolved from schools 
70Rashdall, The Universities of Eurooe in the ~Iiddle 
£12.• cit., III-;-ril . -
1lc. F. Abdy Williams, A Short Historical Account of 
the Degrees in Music at Oxford-and Cambridge (New York: 
Novello, Ewer-and Company, l893~p. 15. 
72Geoffrey Chaucer, "The Milleres Tale," Canterbury 
Tales, ed. John Matthews Manly (New York: Henry Holt and 
Company, 1928), pp. 232-233. 
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that were long in existence and which had the traditions of 
higher studies so well established that the regulations were 
not written down until years later. Documents indicated 
that the instruction in the medieval university varied 
according to the needs, interests, and traditions of the 
particular country and university.73 
At the Italian Universities of Bologna and Padua, 
mathematics was strongly emphasized. De I•lusica of Boethius 
and the condensation of his work by Johannes de Muris was 
studied at Padua in the fourteenth century. Men were 
teaching music along with medicine. In fact, the first 
translation of a musical source, the Problemata, which 
was attributed to Aristotle, was made by the Paduan 
philosopher, astronomer, and medical writer, Pietro 
d 1 Abano.74 Prosdocimus de Beldemandis, a mathematician 
and astronomer, went far beyond musica speculativa into 
the realm of the problems of musica practica. Theorists, 
such as Marchettus of Padua and Jacopo of Bologna, were 
high-ranking composers as well. The composer, Giovanni 
da Ciconia, was also skilled in mathematics.75 
73Nan Cooke Carpenter, "Music in the Medieval Univer-
sities," Journal of Research in Music Education, III (Fall, 
1955), 137. 
74Ibid. 
75Ibid. 
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~lusica practica was also a part of university life in 
Italy. Trumpeters were used in the celebration of certain 
feasts; each academic year began with the singing of a Mass. 
Often four trumpeters escorted a newly created doctorate from 
the doctoral act to the Cathedral. These performances added 
much to university life. 
Since the University of Paris was developed chiefly 
from the Cathedral School of Notre Dame, the University in 
medieval times was closely integrated with the Cathedral. 
University officials were often music officials, and the 
Notre Dame Choir School served as a preparatory school. 
Although the early musical requirements 111ere vague, many 
traditions of music study had previously been established 
by the Cathedral School. By the fourteenth century, how-
ever, music as a part of mathematics was required for the 
bachelor's degrees, and "all evidence points to the fact 
that instruction in musica activa was required of members 
of some colleges in the university--at least, knowledge of 
1 • ~· II 76 p a~n son~. . . . Franco of Cologne, a thirteenth cen-
tury theorist, was closely associated with the Sorbonne, 
and in the following century, the influence of musical 
studies at the University of Paris spread to Italy, Poland, 
and Bohemia through the writings and teachings of Johannes 
7°Ibid., pp. 138-139. 
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de Muris. "Leonin and Perotin, whose innovations in organum 
duplum and organum triplum and various forms of discantus 
II laid the foundations for all that has developed since, • 
worked in the shadow of the Cathedral.77 It is possible that 
they and other musicians gave instruction under university 
auspices. 
The English Universities were modeled on the Univer-
sity of Paris. The former inaugurated the system of col-
leges which were endowed by royal patrons or wealthy 
ecclesiasts. Since these patrons usually supported 
theology, practical music was an integral part of univer-
sity life because the Masses and other religious obser-
vances depended on music. When vacancies occurred, choir 
boys were given preference. Treatises reflected the mathe-
matical and practical approach. As at Padua, De Musica by 
Boethius was a regular part of the mathematical requirement. 
Music, however, was singled out from the quadrivium for 
special distinction, and it was assigned a definite place 
in the curriculum with the statutes of 1431.78 From the 
fifteenth century, degrees in music were awarded. 
77Ibid., p. 139. 
78carpenter, Music in the Medieval and Renaissance 
Universities, ££· cit., p. 77. 
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The Universities of Northern Europe were organized on 
preexisting models, and music was required at Universities, 
such as Heidelburg, Prague, Cologne, Vienna, and Leipzig. 
With the German love for precision and minute detail, the 
statutes were written very explicitly. Usually, three 
weeks to one month of lectures on music were required. 
The Northern Universities combined the practical with 
the theoretical. Each university was closely allied with a 
large cathedral or church, and the priests, canons, and 
singers were students and teachers. Instruction in music 
was always available from the professors of music under 
university auspices. Moreover, evidence was given that 
failure in music in a German university meant that the 
student failed to obtain his license. 
Numerous writings on the technical problems of 
rhythm and notation were done by university teachers. 
Jacques de Liege, in the first great musical Speculum, 
combined the speculative and practical aspects of music, 
and this procedure soon became common practice. The 
general pattern was to treat the subject scholastically 
by including definitions, divisions, effects, and explana-
tions of musical proportions. This served as an introduc-
tion to rhythm, notation, and composition. Other examples 
were the Ars nove musice of Johannes de Muris and the work 
of Jerome of Moravia,79 
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At times, the various theorists were in disagreement, 
but this indicated that university studies were character-
ized by flexibility and thought, Music, however, never lost 
its theological and philosophical meaning, and although it 
began to emerge as a separate art by the end of the Middle 
Ages, musica speculativa was still uppermost in the univer-
si ties. 
The University of Salamanca, the first to establish 
a chair of music (1252), 80 appeared to be the first univer-
sity which gave both degrees and practical instruction in 
music, "A lllaster of Music was always included among its 
Professors." 81 The first record of the Bachelor of Music 
degree to be awarded was at the University of Cambridge in 
1463. The degree was conferred on Henry Habyngton or 
Abyngdon, and at the same time, the Doctor of Music degree 
was conferred on Thomas Saint-wix, At Oxford, the first 
Bachelor of Music degree was given to Robert Wydon around 
79carpenter, "rllusic in the !IJedieval Universities," 
.2.£.· cit., p. 143. 
Boibid., p. 140. 
BlRashdall, The Universities of Europe in the lvJiddle 
Ases, .2.£.· cit., II, tiT. 
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1499, and the first Doctor of Music degree to Robert Fayrfax 
in 1511. 82 
Though plans were made to give degrees in all subjects 
of the trivium and quadrivium and c1:rammar was made a Faculty 
before music, it seemed as if every effort was made to avoid 
applying the word Faculty to music. In fact, Williams stated: 
New regulations appear to have been made for each 
fresh candidate for a degree in music, and this could 
probably easily be 8done, since so few persons applied for these degrees. 3 
The taking of the degree in music at Oxford meant that 
the recipient of the Bachelor of Music degree was admitted to 
lecture on Boethius. No knowledge of music except singing 
was required, "but all clerks were expected to 'bene con, 
bene can, and bene le', that is, 'construe well, sing well, 
and read well'. n84 At Cambridge, the candidate could lee-
ture on musical science. Although some candidates held 
the Bachelor of Arts degree, there was no indication that 
candidates for the Bachelor of Music degree had to have the 
former degree. The first known instance of the awarding of 
the Bachelor of Music degree upon the fulfillment of certain 
B2oscar Thompson, "Degrees in t4usic," The Inter-
national Cyclopedia of Music and Musicians (7th ed.) 
(New York: Dodd, Mead and Company, 1958), 425. 
B3williams, 2£· cit., p. 15. 
84Ibid., p. 20. 
conditions dates from February 16, 1506/7, when a supplica-
tion of Richard Ede was passed on condition that he compose 
a Mass and antiphon to be sung on the day of admission to 
the degree.85 
Several men who followed musical careers also studied 
the arts in one of the higher faculties at Oxford without 
taking a degree in music. Hugh Ashton, whose Hornpipe was 
important in the development of instrumental music, was an 
example. According to the Laudian Statutes of lo36, the 
candidate for the Bachelor of Music degree had to swear 
that he had spent seven years in the study and practice of 
music, and he had to compose and produce a five-part cotn-
position.00 
In the sixteenth century, music ranked as a separate 
faculty among the higher faculties at Oxford and Cambridge. 
The first chair of music was established at Oxford in 1626 
and at Cambridge in 1684, when Nicholas Staggins, the 
master of the king 1 s band, was appointed merely by court 
influence. However, no salary was attached to this posi-
tion until 1868.87 
85Nan Cooke Carpenter, "The Study of Music at the 
University of Oxford in the Renaissance," Musical Quarterly, 
XLI (April, 1955), 196, citing Statua, p. xciii. 
86Ibid., p. 199, citing Laudian Code, p. 59. 
87Eric Blom (ed. ), "Degrees in Music," Grove's 
Dictionary of IVIusic and Musicians (5th ed.) (New York: 
Macmillan and Company, Limited, 1954), 536. 
Although the troubadours and trouveres \'Jere not 
affiliated with institutions of higher learning, they 
presented " •.. a unique picture of high nobility devot-
ing themselves to the cultivation of poetry and music in 
a romantic service of chivalrous love.•• 88 Of more than 
1,000 troubadour poems, 323 were preserved with their 
melodies while approximatel::i Boo trouvere songs and their 
melodies were retained. Instruments accompanied the songs, 
and someti:nes performers provided a short extemporization 
in the manner of a prelude, interlude, or postlude. The 
song forms of the troubadour and trouveres anticipated 
practically all later song-forms. 
Inspired by the troubadours, the Minnesingers in 
Germany became the leading representatives of German music, 
from the twelfth to the fourteenth centuries, except for 
music in the universities. The r~eis tersingers, who 
flourished in the fifteenth and sixteenth centuries, con-
tinued the activities of the Minnesingers. Reputable city 
guilds and local schools were formed. Certain schools con-
tinued throughout the eighteenth century, and the school of 
Ulm was in existence until 1839. 89 It is possible that the 
Meistersingers derived elements of their ceremonial acts 
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88Willi Apel, Harvard Dictionary of Music (Cambridge: 
Harvard University Press, 1956), p. 7b9.--
B9Ibid., p. 434. 
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from the l>iinnesingers and the scholastic procedures of the 
medieval doctoral examinations. Characteristic features of 
these acts were the rigid and pedantic rules which regulated 
the wee\dy meetings, the establishment of competition and 
prizes in addition to the promotion of members into the 
various classes of friend, singer, poet, and master. 
These guilds and schools anticipated the early conser-
va tories. 
V. EDUCATION AND MUSIC IN THE RENAISSANCE 
By the fifteenth century, medieval man 1·1ith his 
feeling of personal insignificance was giving way to: 
• the man of self-confidence, conscious of his 
powers, enjoying life, feeling his connections with 
the historic past, and realizing the potentialities 
of accomplishment in the world here below.90 
Because financial support for learning came from the Healthy, 
who assisted in collecting manuscripts and accumulating 
books, Renaissance education Has intended for the youth of 
the upper classes. While the church was primarily inter-
ested in developing scholars and clergy for its use, rulers 
were interested in being surrounded with trained and loyal 
adherents who were gentlemen and scholars. The middle 
classes v1ere trying to break in, and demands for vernacular 
schools for the common people became more prevalent. 
9°cubberly, ££· cit., p. 243. 
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\Hth the Renaissance began the development of modern 
science. To Renaissance man, science meant what one could 
learn by looking at nature rather than a body of knowledge 
inherited from the past. The scientific technique for 
obtaining such knowledge was through the observation of 
nature, the collection of facts, the objective verification 
of facts, the use of mathematical formulas, and the applica-
tion of the results to nature. During this period, 
Copernicus formulated his heliocentric theory. The 
scientists, however, still couched their writings within 
the general framework of Christianity. 
Another change was the rise of naturalism. Man began 
to believe that human nature had qualities for potential 
goodness within himself. This idea was reinforced with the 
discovery of new lands and the belief that the aboriginal 
native in America was able to be good without the benefits 
of civilization and religion. 
Because of the humanists and naturalists, scholasti-
cism began to decline. The scientists and naturalists 
turned from religious tradition in order to investigate 
nature, and less time was spent on deductive methods of 
argumentation and commentaries on the works of Aristotle. 
While the scholastics concentrated on the liberal arts, 
the scientists concentrated on arithmetic, geometry, 
astronomy, natural history, and philosophy. The humanists 
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emphasized the literary accomplishments of reading, writing, 
and rhetorical exposition v1hich they found in Greek and 
Latin literature. 
Althow.;h the humanists in Italy believed that the 
classics included all values and that a well-rounded per-
sonality, artistic enjoyment, and moral worth would be 
gained by the study of the classics, they gave little 
attention to the way in which education could contribute 
to painting, sculpture, and architecture. vihile these 
arts were all around them, they were considered technical 
in the eyes of the literary humanist. Because classical 
learning Has promoted by the court and municipality rather 
than by the church or university, it had little effect in 
the older universities. 
Humanism, however, was more readily accepted in 
England where it gained ground in the trivium and quadri-
vium. The most obvious effect upon the curriculum was the 
substitution of ancient classical languages and literature 
for the medieval religious language and literature. Sir 
Thomas Elyot in his Boke Named the Governour set forth a 
curriculum for the educated statesman.91 He urged that 
university education in all areas of the new liberal arts 
curriculum was essential for a successful career in the 
91Butts, ££· cit., p. 184. 
secular world as well as in the religious offices. In this 
idea, he was ahead of the humanists of the time. 
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As a result of the changes in Renaissance thinking, 
the seven liberal arts curriculum had been expanded, By 
1500, grammar included grammar, literature, history, and 
mythology with literature being the most important. 
Arithmetic had added algebra; geometry added trigonometry. 
Geography also included botany and zoology. \'lhile astronomy 
included mechanics, chemistry was a part of physics. The 
inclusion of these subjects in the curriculum left little 
time for music; therefore, it was dropped from the 
quadrivium. 
To summarize, humanist education was thought of in 
terms of language and literature instead of' its usefulness 
as a preparation for intelligent living. The humanist move-
ment established the tradition that the truly educated had 
to be trained in the classics. 
The Reformation gave the Renaissance Humanistic move-
ment more impetus to prepare clergy for theological contro-
versy, The freest universities were in Italy. At Padua, 
the great sciences of mathematics, medicine, and anatomy 
were advancing. Although the wars, dogmatic religion, and 
state control made the universities lean to theology in 
Germany, in France, a decline occurred because of religious 
fanaticism and national despotism. Constant religious 
devotions were emphasized at the Calvinist University at 
Geneva, and this University became the model for all other 
Calvinistic Universities. The curriculum, designed to 
prepare teachers, preachers, and theologians, included the 
classics, the liberal arts, ethics, poetry, physics, and 
theology. Oxford and Cambridge Universities were largely 
suited for the training of the cler,;y who were well-versed 
in Latin, Greek, and Hebrew. Because the Reformation 
emphasized mental, moral, and religious discipline, the 
college system grew. This English conception of a col-
lege with its discipline and prescribed curriculum was 
most influential in the development of higher education 
in America. 
At the time of the colonization of America, the 
English curriculum consisted of the medieval liberal arts 
of grammar, rhetoric, logic, geometry, and astronomy. 
Music was no longer included. In addition, the philosophy 
of Aristotle, ethics, politics, physics, and metaphysics, 
plus the Renaissance studies of the classic humanists of 
Latin, Hebrew, and Greek rhetoric, were included. The 
Reformation made these studies subservient to religious 
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and sectarian interests as well as to demands of a political 
state which was closely allied with the church by the study 
of books. Moreover, only a few men were considered capable 
of higher education in languages and literature or capable 
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of leadership in society. The liberal education meant that 
the student was more or less conversant with Latin, Greek, 
mathematics, and philosophy, This conception was tenacious, 
and it was the ideal upon which the early universities of 
America were founded. 
As a result of changes in the curriculum, conserva-
tive and progressive tendencies in music often existed side 
by side, Although music continued to be integrated with 
other philosophical studies, it also found a new place in 
humanistic subjects, for classical Latin and Greek litera-
ture was aided by discussions and translations of ancient 
theoretical works on music, Lectures included the study 
of metrics and the singing of Greek poetry to the accom-
paniment of musical instruments and investigation of Greek 
speculative theories and ideas of ethos. In England, there 
was an obvious attempt to keep the traditional philosophical 
studies with music based on Boethius. This was r·equired of 
all art students, and it was taught by the mathematics pro-
fessor instead of by the person holding the Bachelor of 
fliusic degree, 92 At the University of Salamanca, musical 
science and performance continued side by side as in the 
medieval period. Germany followed traditional lines until 
92carpenter, !~usic in the Medieval and Renaissance 
Universities, ££· cit., p.~l~ 
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the time of the Reformation when music was discontinued as a 
mathematical science and was eliminated from the curriculum 
or absorbed in physics.93 
Music as a practical art received more emphasis 
during the Renaissance, and private teachers of music and 
composers were incorporated in the universities. The 
treatises of Glareanus, Wollick, Cochlaeus, Bogentanz, 
and Taisnier, all dealt with composition and the practical 
art of music and indicated the type of instruction given 
to university students. Often university men wrote intro-
ductions to music as a practical art. Plaine and Easie 
Introduction by Morley is an example. The emphasis on 
musical performance as a leisurely accompanying art was 
in keeping with the Renaissance idea of a gentleman. 
-Although the medieval speculum disappeared in the 
Renaissance, some writers treated music in this manner when 
they wrote about both aspects of music. Examples are the 
works of Tinctoris and the Practica musicae of Gafori that 
94 dealt with the proportions in musical rhythms. 
As a rule, the Renaissance musical treatises were 
organized according to the conventional patterns of the 
medieval treatise. Usually, the eisagoge was followed by 
93rbid., p. 317. 
94rbid., p. 324. 
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sections on mensural music, plain song, and composition. An 
example is the Dodecachordon by Glareanus. Often, an apol06Y 
for music showing its use and effects was included. Cal-
visius' historical survey on the ori0ins and inventions of 
music, as well as instrumental treatises which were written 
in the vernacular by university men, were a new innovation. 
An instrumental treatise was the Musica getutscht by 
Virdung.95 A new interest in the relation of music to the 
metrics of poetic meters led to the development of the 
madrigal and other musical forms. 
As a part of philosophy, which was subsidiary to the 
more distinguished faculties of law, medicine, and theology, 
music was ranked among the lower arts in the university. 
If the teacher of music was publicly paid, he received a 
lower salary than the professor of the higher faculties. 
Moreover, music lectures could be given in the native 
tongue, and the Faculty of Music at the Universities of 
Oxford and Cambridge had no distinguishing dress. The 
Music Faculty lacked a set form of tradition. 
During the Renaissance, many new ideas and practices 
in music were introduced. A continuous exchange of theories, 
books, and ideas were carried on among the university musical 
people, but music was no longer a part of the quadrivium. 
95rbid., p. 326. 
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To summarize, the Greeks and Romans included music as 
a subject in their schools and used music to accompany their 
many activities. However, it was only as a science that 
music was included among the liberal arts. 
The medieval universities set the model for the 
organization of today's universities. This institution set 
the precedent for the allotment of a definite period of 
years for study, the giving of examinations, the confine-
ment to the study of one faculty, and the granting of 
degrees. Music continued to be a part of mathematics in 
the university, and in the fifteenth century, the first 
recorded music degrees were given at Oxford and Cambridge 
Universities. Some knowledge of singing was required for 
the Bachelor of Music degree, and the recipient was per-
mitted to lecture on musical science. By the sixteenth 
century, certain conditions were established for admission 
to the degree. The emphasis was still on music theory. 
Although the trouveres and Meistersingers were not 
a part of the university, they contributed much to the art 
of musical performance. The Meistersingers, with their 
ceremonial acts and classification of members into differ-
ent ranks, anticipated the early conservatories. The rise 
of these schools and the growth of music theory in the 
universities will be treated in context in a later 
chapter. 
During the Renaissance period, music was used to 
enhance other humanistic studies and was performed in the 
courts and churches. By 1500, the seven liberal arts had 
expanded to include about sixteen subjects, but music 
played a very small part in the curriculum. Studies v1ere 
desi;;ned to prepare teachers and the clergy, and they were 
made subsidiary to religious doctrine. This was true of 
both the Protestant and the Catholic faiths. Higher 
education was for the select few. Neither musica specula-
tiva nor musica practica were a part of the re0u1ar cur-
riculum. This conception of education was tenacious, and 
it was the ideal upon which the early universities in 
America were founded. The following chapter will show 
the effect of European higher education in the rise of 
the bachelor's degree in the United States. 
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CHAPTER IV 
THE DEVELOPMENT OF THE CONCEPT OF THE BACHELOR'S 
DEGREE IN THE UNITED STATES 
From the first Bachelor of Arts degree which was 
awarded at Harvard College in 1642, the bachelor's de;sree 
has developed and expanded until at present the de;sree 
may be earned in approximately 238 different areas. In 
colonial New England, church doctrine governed the lives 
of the early settlers, and it was an influential factor 
in the establishment of the newly formed colleges. As the 
population increased, discoveries were made in the sciences, 
and a need for a more vocational type of education developed. 
The college curriculum changed gradually. More scientific 
and technical studies were added to the curriculum, and new 
degrees arose. The growth of women's colle6es and the need 
for more and better teachers also brought about the develop-
ment of new degrees. This chapter will be concerned with 
the origin and changing concepts of the many types of 
bachelor's degrees. 
I. THE RISE OF THE BACHELOR OF ARTS DEGREE 
Since approximately one hundred of the 21,000 persons 
who came to New England from 1620 to 1640 were graduates of 
Cambridge and Oxford Universities, it was only natural for 
the founders of Harvard College in 1636 to use English 
Universities as their model. 1 From the first Harvard cur-
riculum which consisted of Greek and Hebrew, the ''Eastern 
tongues,'' philosophy, physics, ethics, politics, and 
divinity, and all of the seven liberal arts except music, 
three ideals of higher education can be traced to their 
European antecedents. These concepts were, the medieval 
idea of the seven liberal arts as necessary for a liberal 
education and as preparation for professional study; the 
Renaissance ideal of classical studies as the best way of 
arriving at a liberal education whether the education be 
so 
for church or state; and the Reformation idea that religious 
control of higher education must be sectarian in purpose and 
that the college must prepare ministers who might defend and 
propagate a particular religious doctrine. 2 
Henry Dunster, the first president of Harvard and a 
graduate of f"lagdalene College at Cambridge, formulated the 
first curriculum which was prescribed for all. He taught 
all students in the same class at the same time. The stu-
dents, twenty to fifty in number, ranged in age from 
lpaul Monroe (ed.), ''College American,'' A Cyclopedia 
of Education (New York: The Macmillan Company, 1933), II, 
59. 
2R. 
(New York: 
Freeman Butts, The College Charts Its Course 
i'lcGraw-Hill Book Company, Inc., 1939), p. 47. 
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thirteen to eighteen years. Teaching methods leaned heavily 
on the literary side, for the instructor read the assigned 
books. The students read, recited, drew up outlines, and 
disputed questions, all of l'lhich were taken from the text-
books. Knowledge was conceived as a fixed and known quan-
tity for everyone. As a result, discipline was severe and 
riots frequent. 
Great stress was placed on the classical languages, 
and classes were conducted in Latin. By 1642, the Harvard 
administration had stated the following language require-
ments as necessary for admission to the college: 
When any Schollar is able to read Tully or such like 
classicall Latine Authour ex temporare, and make and 
speake true La tin verse and prose Suo ( ut aiunt) IV!arte, 
and decline perfectly, the paradigmes of Nounes and 
verbes in the Greeke tounge, then may hee bee admitted 
into the Colledge, nor sha31 any claim admission before 
such qualifications .••. 
Religious philosophy was also prevalent at Harvard, for 
Hofstadter stated that in the 1640's, about seventy per 
cent of all Harvard students were studying to become minis-
ters. 4 The stress on religion was further shown by the la1vs 
for graduation from 1642 to 1650 which read as follows: 
3John S. Brubacher and Rudy Willis, Higher Education 
in Transition (New York: Harper and Brothers Publishers, 
1958), p. 12, citing Harvard College Records, I, pp. 25-26. 
4Richard Hofstadter and C. Dewitt Hardy, The Develop-
ment and Scope of Higher Education in the United States 
(New Yor!{: Columbia University Press, 1952), p. b. 
Every scholar that on proofe is found able to read 
the originall of the old and New testament into the 
La tin toungue, and to Resolve them Logically vii thall 
being of honest life and conversation and at any 
publicke act hath the approbation of the overseers, 
and master of the College may bee invested with his 
first degree.5 
Nine men met the requirements in lo42 and received 
the first Bachelor of Arts degrees which were awarded in 
the new country. The degree meant that the student was 
given the right to lecture publicly, and in a sense, it 
was a certificate granting the right to teach. Five of the 
' nine graduates became ministers. 0 
The second charter for a college was granted to 
1'/illiam and Mary in 1693. As at Harvard, the curriculum 
was based on that of Oxford College. The purpose of the 
college was to train ministers, to teach youth piety, 
letters, and manners, and to bring Christianity to the 
Indians. As a result, four schools were established, the 
School of Sacred Theology, the School of Philosophy, the 
School for teaching Greek and Latin, and the School to 
teach Indian boys reading, writing, arithmetic, and 
religion. 
5Brubacher, 2£· cit., p. 21, citing Harvard College 
Records, I, pp. 26-27. 
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6R. Freeman Butts, A Cultural History of Western 
Education (New York: McGraw-Hill Book Company, Inc., 1955), 
p. 2o4. 
Yale, the third college to be organized with a 
religious motive, was founded in 1701. In order to counter-
act the more liberal outlook at Harvard, the founders of 
Yale stated that their purpose was to train "learned, pious, 
and orthodox" ministers through classical arts and sciences.7 
Unlike Harvard, Yale was founded by a non-resident board of 
governors which consisted of ten ministers who maintained a 
close check on the activities of the college. Not until 
1745 was a president appointed. The pious attitude of the 
college was shown b;{ the President, Thomas Clap, when he 
stated in 1754: 
Colleges are Religious Societies of a Superior 
Nature to all others For whereas Parishes, are Societies 
for training up the common People; Colleges, are 
Societies of ~linisters, for training up Persons for the 
\Vork of theMinistry •••• Some indeed, have supposed, 
that the only design of Colleges, was to teach the Arts 
and Sciences •..• But, it is probable, that there is 
not a College8to be found upon Earth, upon such a Constitution. 
Following the pattern of Harvard, \'/illiam and Mary, 
and Yale, many religious denominations were prompted to set 
up colleges that would provide a setting conducive to their 
faiths and that would train ministers according to their 
beliefs for, with the growth of the colonies, religious 
7R. Freeman Butts and Lawrence A. Cremin, A History 
of Education in American Culture (New York: Henry Holt and 
Company, 1953), p. 81. 
8Ibid. 
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matters became more urgent. In 1764, an historian of the 
College of New Jersey {later Princeton University) described 
the needs of the time by saying: 
As the colonies increased, the exigencies of affairs, 
both of an ecclesiastical and political nature, became 
more and more urgent. Religious societies were annually 
formed, in various places; and had they long continued 
vacant, or been supplied with an ignorant illiterate 
clergy, Christianity itself, in a course of years, might 
have become extinct among them. Affairs of state also 
became more embarrassed for want of proper direction, 
and a competent number of men of letters, to fill the 
various political offices. The bench, the bar, and 
seats of let<;islation, required such accomplishments, 
as are seldom
9
spontaneous growth of nature, unimproved 
by education. 
After the founding of Princeton in 1746 by the Pres-
byterians, King 1 s College was established by the Anglicans 
of New York in 1754. The latter institution had a freer 
religious atmosphere and broadened the liberal arts to 
include many practical and scientific subjects which were 
useful for the commercial demands of the time. Samuel 
Johnson made it clear in his plan for King's College that 
while students should be trained in religions, the emphasis 
should be upon the common principles of Christianity. The 
plan of instruction was to include classical languages, 
grammar, rhetoric, logic, mathematics, surveying, naviga-
tion, geography, history, husbandry, commerce, government, 
9Brubacher, 2£· cit., p. 7, citing An Account of the 
College of New Jersey, pp. 5-7. -- ---
and the natural sciences of physics, mineralo;.;;i, biology, 
and astronomy. Although the college turned Anglican and 
educated many ministers, the college eventually was com-
pelled to meet the competition of other schools in tech-
nological and scientific studies. It later followed the 
original intent of its founder. Other religious colleges 
which were established before the Revolutionary War were 
Brown by the Baptists of Rhode Island in 1764, Rutgers by 
the Dutch Reformed of New Jersey in 1766, and Dartmouth 
by the Congregationalists of New Hampshire in 1769. 
Philadelphia College, the only pre-Revolutionary 
War institution not founded on a strong religious basis, 
was designed by William Smith. No mention of religion or 
courses in religion or divinity was made in the early 
plans. Instead, Smith followed the ideas for Franklin's 
Academy in Philadelphia. In order for college studies to 
contribute to commercial usefulness as well as to religious 
and civic leadership, students were to pursue classical 
studies, several branches of logic, mathematics, ethics, 
history, law and government, trade and commerce, and all 
of the known natural sciences. Nevertheless, according 
to tradition, a prescribed course of study was maintained. 
During the latter part of the eighteenth century, 
religious interests in many colleges began to play a 
smaller role. In 1640, about 70 per cent of the students 
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at Harvard became ministers while in the 1740's only about 
45 per cent studied for this profession. 10 The steepest 
decline occurred from 1716 to 1771. Of Yale's graduates 
from 1701 to 1719, 73 per cent became ministers while less 
than 10 per cent studied for the ministry between 1810 and 
1815. 11 States that had no colonial religious colleges 
were establishing state colleges. The Regents of the Uni-
versity of the State of New York were organized in 1784, 
and Georgia, North Carolina, Vermont, and Tennessee all 
had colleges by the beginning of the nineteenth century. 
By 1800, nineteen colleges had been established. 
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Another influence was the European Enlightment which 
began to reach the colonies in the middle part of the seven-
teenth century. Human reasoning and "laws of nature" tended 
to replace divine revelation as criteria of truth and 
authority. Freedom of the individual was the ideal. 
The ideas of the Enlightenment began to affect the 
traditional curriculum at Harvard in the eighteenth century. 
v/hile the logic of Descartes, the geometry of Ramus, and the 
physics of Newton were gaining a hearing, the astronomy of 
Copernicus and Galilee began to replace the ideas of Aris-
totle, Ptolemy, and Dante. By 1769, Thomas Hollis, a 
lOHofstadter, lac. cit. 
11Ibid. 
Harvard professor of mathematics and natural philosophy, had 
acquired "philosophical apparatus" which consisted of skele-
tons, globes, microscopes, and mechanical instruments. 12 
Isaac Greenwood, a mathematics professor, wrote books on 
arithmetic, meterology, mine damp, and the aurora borealis. 13 
By 1743, the Harvard curriculum included Enlightment science 
and philosophy in the form of Isaac via tt 1 s Astronomy and 
John Locke's Essay Concerning Human Understanding. In spite 
of this new interest in philosophy and science, however, the 
emphasis on classical languages and mathematics remained 
stron;. 
Chemistry, as a part of the medical curriculum, was 
the first science to gain a foothold in the new curriculum. 
1:/illiam and Mary had a professor of chemistry in 1774 and 
Princeton in 1795; other colleges followed. 14 One of the 
first college laboratories was built for Benjamin Silliman 
at Yale. However, the laboratory was constructed fifteen 
feet below the ground because the architect apparently 
thought that the new apparatus had some relation to medieval 
alchemy and that a subterranean room would be more appropriate. 15 
12Butts, 2£· cit., p. 332. 
13Ibid., p. 333. 
l4Butts and Cremin, 2£· cit., p. 280. 
l5Ibid. 
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Since Harvard was founded on the model of English 
universities, naturally, the College continued to follow the 
English pattern in academic government, method, and content. 
About the time of the Revolutionary War, however, men, such 
as Benjamin Franklin, John Adams, and Thomas Jefferson, were 
bringing back ideas about education which they had gained 
while living in France. Jefferson's proposal to the Vir-
e;inia legislature in 1779 incorporated many ideas of the 
French Enlightenment. The great stress which he placed on 
modern languages was shown by his plans for the University 
of Virginia when he said: 
French is the language of general intercourse among 
nations, and as a depository of human science is unsur-
passed by any other languages, living or dead. Spanish 
is highly interesting to us as the language spoken by 
so great a portion of the inhabitants of our continents, 
with whom we shall probably have great intercourse ere 
long, and is that also in which is written the greater 
part of the early history of America. The Italian 
abounds with works of very superior order, valuable 
for their matter, and still more distinguished as 
models of the finest taste in style and composition. 
And the German now stands in a line with that of the 
most learned nations in richness of erudition and 
advance in the sciences. It is, too, of common descent 
with the language of our country, a branch of the same 
original Gothic stock, and furnishes valuable illus-
trations for us.lo 
Jefferson's plans, however, to set up a university based on 
the French ideals of individual freedom in politics, 
economics, and education never materialized. 
16charles Franklin Thwing, A History of Higher Educa-
tion in America (New York: D. Appleton and Company, 1900), 
p. 307; citing Thomas Jefferson and the University of Vir-
ginia, p. 92. 
Interest in the French language was created in the 
early colonies by the large number of books in French and 
translations which were being imported. French was offered 
in a few colleges, and little by little, it replaced the 
ancient languages of Greek and Hebrew. 
As more books in German appeared in the colonies, 
and men, such as George Ticknor, Edward Everett, and 
George Bancroft, returned from their studies in Germany, 
the spirit of freedom in learning, teaching, and scholar-
ship entered the universities. The rallying cry of the 
time was Wissenschaft, Lernfreiheit, and Lehrfreiheit. 17 
The older theological and humanistic studies were giving 
way to new ideas about the physical sciences and scientific 
philosophies, and professors were allowed to pursue their 
specialties under a high ideal of scholarship. 
In 1867, Johns Hopkins University was founded by 
Daniel Coit Gilman. This institution served as the model 
for the German research type of university in this country. 
The first plans called for only a graduate school, but it 
was found that an undergraduate program was needed to 
uphold the graduate curriculum. Strong emphasis was placed 
on research; seminar and lecture techniques were utilized. 
17Ibid., p. 321. 
89 
BOSTON U~IV~RS!TY 
fiNE AND APPLI[D /.,;~r-:; L'8if.t:;,~ 
90 
The distinction between the college and university 
was another significant change which Gilman introduced. The 
university became a place for advanced study and special 
instruction after the student had been prepared for this 
freedom by the discipline of a lower school. The college 
implied a restriction and a tutorial type of teaching as 
well as residence within college halls. Bryn Mawr College 
in 1885 followed the plan of a Graduate School by offering 
the Master of Arts and Doctor of Philosophy degrees, while 
Clark University organized a Graduate School which reflected 
German practices in 1887. 
Because of the demands of a growing capitalistic 
society for a more vocational type of education, the 
demands of an increasin61Y democratic society for a liberal 
education for all types of students, the necessity of col-
leges to compete with a growing interest in technical 
schools and state universities, and the growth in the 
scope of studies, colleges could no lonc;er adhere to a 
prescribed course of study. Even before the end of the 
eighteenth century, men, such as William Smith, Francis 
Hopkinson, Jonathan Trumbul, and Benjamin Franklin, were 
remarking that the college curriculum was too heavily 
classical. Trumbul expressed the attitude of some of the 
thinkers of the time when he recited the following about 
the pointlessness of the classical curriculum: 
How oft the studious gain, 
The dulness of a letter'd brain; 
Despising such low things the chile, 
As English grammar, phrase and style; 
Despising ev'ry nicer art, 
That aids the tongue, or mends the heart 
And plodding on in one dull tone, 
Gain ancient tongues and lose their own. 18 
One of the first advocates of a practical curriculum 
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was Thomas Jefferson, Influenced by his French ideals about 
democracy and education, in his projected plans for the 
University of Virginia in 1818, Jefferson stated that science, 
history, politics, and modern langua~es should be placed on 
an equal basis with the classics, mathematics, and philosophy. 
The function of the university should be to train for poli-
tical leadership and for practical, scientific, and scholarly 
fields, Because of Jefferson's influence, the student at the 
University of Virginia was allowed to choose between the 
offerings of the university's separate and distinct schools. 
The university originally consisted of eight divisions, 
ancient and modern languages, mathematics, natural philo-
sophy, natural history, anatomy, medicine, moral philosophy, 
and law. Although this system allowed the student to choose 
a field of specialization, no electives were permitted within 
a school. 
18Brubacher, 2£· cit., p. 97, citing Reports of the 
Course of Instruction in Yale College Ex a Committee of the 
Corporation and the Academical Faculty, p. 11. 
In 1825, George Ticknor, a friend of Thomas Jeffer-
son's, introduced the elective system at Harvard. Quincy, 
his successor, continued the program, and during the admin-
istrative term of Charles Eliot (1869-1910), the elective 
controversy reached its height. Eliot believed that the 
elective system fostered scholarship: 
.. because it gives free play to natural prefer-
ences and inborn aptitudes, makes possible enthusiasm 
for a chosen work, relieves the professor and the 
ardent disciple of the presence of a body of students 
who are compelled to an unwelcome task, and enlarges 
instruction by substituting many and various lessons 
given to small, lively classes, for a few lessons 
many times repefted to different sections of a 
numerous class. 9 
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He further argued that the technical school was not inferior 
to the liberal arts college, but it had a different aim. 
Though Harvard remained the leader of the elective 
program, other colleges developed similar curriculums. 
The major-minor system and the group system where a student 
was required to take all of the studies within one or more 
groups was tried. Shortly after the turn of the nineteenth 
century, President Lowell introduced the system of concen-
tration and distribution. In this system, the undergraduate 
had to concentrate six of the sixteen full-year courses in 
one major field, and then distribute six courses in the three 
remaining fields. 
19Butts, The Colle~e Charts Its Course, ££· cit., 
p. 179, citing EdUCationa Reform, p:-1 . 
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As an end result of the elective system, the impor-
tance of all subjects in the curriculum v;as realized, and 
scientific and utilitarian courses received more prominence, 
More specialization developed, while even the humanities 
departments felt that they had to prove the scientific 
elements of their disciplines. 
Other college administrators, such as Andrew Dickson 
\·fhite at Cornell and A. P. Barnard at Columbia, followed 
the elective system of Eliot. Barnard felt that the cri-
terion for judging college studies should be their popu-
larity, regardless of what the educators thought. When 
President Gilman at Johns Hopkins provided seven under-
graduate courses leading to the Bachelor of Arts degree, 
he accepted new subjects on a level of equality with 
classical studies. Thus, by the turn of the century, 
many more educators had been convinced of the values of 
the elective system. 
Not all college administrators were in favor of the 
elective program, hov1ever. The defenders of the prescribed 
curriculum argued that the best expression of the eternal 
spirit of man was the classics and that specialization was 
not possible before one became acquainted ·,'Ji th the prin-
cipal fields of thought. Hith the elective system, the 
traditional values of discipline, breadth o.f' study, and 
common pursuits were lost. They continued to argue that 
the traditional meaning and integrity of the Bachelor of 
Arts degree must be preserved. 
Yale College was conservative and advocated a pre-
scribed course of study. fllany of the graduates became 
presidents and professors in other colleges and carried 
the Yale tradition with them. At least sixteen colleges 
were founded before the Civil \var by the guidine; hand of 
20 Yale College. 
James McCosh and Andrew West of Princeton were also 
strong advocators of the prescribed curriculum. They 
believed that mental discipline was developed only through 
the study of the classics and mathematics. Like Yale, 
Princeton's graduates influenced about twenty-five colleges 
as they carried the classical tradition with them when they 
21 
went out to teach. 
Other colleges, such as Union, Williams, Brown, Dart-
mouth, and Bowdoin, held as their chief end the up-building 
of character. They sought to train scholars, not specialists. 
These colleges strove to malce men of intellect 11i th the 
ability to think comprehensively, clearly, and adequately. 
Their purpose was to create and nourish personalities who 
20Donald G. Tewlcsbury, The Founding of American 
Colleges and Universities Before the Civil l'iar (Ne~l York: 
Teachers College, Columbia University, l932},p. 14. 
21 Ibid. 
would prove to be worthy agents for servin; people throu~h 
a liberal education. 22 
Still another type was the denominational college 
which flourished before the Civil War. Of 182 permanent 
colleges founded by 1861, 116 of these were founded by 
religious denominations. 23 Controlled and staffed largely 
by the clergy, their support came mainly from tuition and 
from subscriptions. \'/hen the first amendment of the 
Federal Constitution made provision for the fundamental 
principles of the separation of Church and State, and as 
a result of the Dartmouth College decision of 1819, which 
gave assurance to private colleges that they \-JOUld not 
have interference from the government, the denominational 
colleges gained even more security. Other factors which 
gave these colleges impetus were the desire of New England 
preachers to go West in order to spread the religion of a 
particular denomination. While almost every religious 
denomination was active in founding colleges, the Presby-
terians, ~lethodists, Baptists, Congregationalists, Il.oman 
Catholics, and Episcopalians were the most enthusiastic. 24 
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22Charles Franklin Thwing, The Arnerican College and 
University (New York: The Macmillan Company, 1935), p.~7. 
23Butts d C · · t 2·-4 an remln, 2£· ~., p. u . 
These frontier denominational colleges, however, were more 
democratic in spirit than colleges in the East, and they 
were also more willing to give women an equal education. 
They offered decentralization and diversification. 
Although the private and religious colleges were 
far greater in number than the twenty state universities 
in existence before the Civil War, the state university 
systems expanded rapidly after 1880, The impact of the 
European Enli;shtenment and ne1·1 concepts in the organiza-
tion of the government led to the founding of state 
universities that were free of sectarian control and 
that offered equal educational opportunities for all. 
The first real state university was the University 
of Virginia, founded by Thomas Jefferson. This institu-
tion was non-denominational and purported to give more 
advanced instruction and more specialization than other 
existing colleges. 
Vlhile the seeds of the elective system and the state 
university idea were planted by the University of Virginia, 
the Morrill Act of 1862 set the movement in motion. This 
act granted to each state 30,000 acres of public land for 
each of its members in Congress. The money from the land 
was used to establish colleges that would teach the liberal 
arts and sciences appropriate to agriculture, engineering, 
mining, and forestry, Section four of tne l•lorrill Act 
further stated: 
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That all moneys derived from the sale of lands afore-
said • • • shall be invested • . • and the interest of 
which shall be inviolably appropriated, by each state 
which may take and claim the benefit of this act, to 
the endowment, support and maintenance of at least one 
college where the leading object shall be, without 
excluding other scientific and classical studies, and 
including military tactics, to teach such branches-of 
learning as are related to agriculture and the mechanic 
arts, in such manner as the legislatures of the states 
may respectively prescribe, in order to promote the 
liberal and practical education of the industrial 
class~~ in the several pursuits and professions of 
life. :::> 
The need for these agricultural and mechanical 
institutions was expressed by Francis 1iiayland, President 
of Brovm University, when he noted in 1850 that of 120 
colleges in the United States, there were 47 law schools 
and 42 theological schools. However, not one institution 
of higher education for the agriculturist, the manufacturer, 
the mechanic, or the merchant was in existence. 
A third factor W"hich gave momentum to the state 
university movement was the demand for a r:Jore democratic 
and practical type of education. When Philip Lindsley, a 
sraduate of Princeton, became President of Cumberland Col-
lege (later the University of Nashville), he pressed for a 
system of education which ;·1ould provide continuing support 
for republican institutions. He agreed with Jefferson and 
concluded that this could only be done by combining an 
intelligent electorate with wise leadership. Lindsley urged: 
25 Thwing, The American College and University, ££· 
cit., p. 3. 
••• raise up colle;es among yourselves, and you 
reduce the charges of a liberal education so consider-
ably that hundreds and thousands can immediately avail 
themselves of their aid. Not only all the middling 
classes of citizens, but enterprising youth of the 
poorest families may contrive to enter the lists of 
honourable competition with the richest •.•. Such 
is the peculiar genius and excellence of our repub-
lican institutions, that, moral and pental v10rth is 
the surest passport of distinction.2° 
The university movement with its ideals of equal 
opportunities in education for all gained momemtum during 
the latter part of the nineteenth century. Nany university 
administrators campaigned for a more democratic type of 
education. In an address before the National Education 
Association, W. P. Atkinson, a professor at the Massachu-
setts Institute of Technology, urged institutions of learn-
ing to include physical sciences on an equal par with the 
traditional classical studies. At the same time, James B. 
Angell, President of the University of ~1ichigan, was advo-
ca ting equal education regardless of one 1 s v1eal th or 
ancestry. In 1879, he stated: 
That it is of vital importance, especially- in a 
republic, that the higher education, as well as common 
school educa~~on be accessible to the poor as well as 
to the rich. 
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2c 0Butts and Cremin, .2£· cit., p. 199, citing The Works 
of Philip Lindsley, Vol. I, pp. o5-ll8. ---
for 
27Ibid., p. 357, citing The 
!flaking It Accessible to All:--
Hi~her Education: g A Plea 
Several years later, Charles Francis Ada~s in an address to 
Phi Beta Kappa said, "I am practical and of this world 
enough to believe, that in a utilitarian and scientific age 
the living will not forever be sacrificed to the dead.'' 28 
President White of Cornell University summed up the ideas 
about democratic education by emphatically stating: 
America's university structure ~ust be adopted to 
the American people, to American needs and to the 
requirements of modern times, not to ~nglish life or 
German ~Sieds, nor to the times of Erasmus or Cotton 
!Vlather. ':J 
Not all people were in favor of equal education and 
equal advantages for all. Some believed that a high school 
and college education of the lower classes vwuld create 
useless malcontents. By turning out boys v;ho were not 
willing to do farm work or manual labor, higher institu-
tions would destroy a large number of workers. They 
reasoned that higher education demanded leisure, and 
America had no leisure class. Therefore, higher education 
had little purpose to serve,3° An example of this feeling 
was shown by the Texas legislature when it opposed a bill 
for a state university arguing that ''universities are the 
28Ibid,, p. 395, citing A College Fetish. 
29Brubacher, 2£· cit., p. 159. 
30Butts and Cremin, 2£· cit., p. 201. 
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ovens to heat up and hatch all manner of vice, immorality 
and crime.n3l 
lOC 
In spite of some opposition, many states established 
colleges and universities at the end of the nineteenth cen-
tury. i/ith the expansion of the v/est, the growth of a more 
pragmatic society, and more awareness of democracy, the 
state university came to represent a higher institution to 
serve the people of the state. Charles Richard Van Hise, 
the President of the University of Wisconsin in 1904, 
described the function of the state university in his 
inaugural address when he said: 
I, therefore, hold that the state universlcy, a 
university which is to serve the state, must see to 
it that scholarship and research of all kinds, whether 
or not a possible practical value can be pointed out, 
must be sustained. A privately endowed institution 
may select some part of knowledge and confine itself 
to it, but not a state university. A university sup-
ported by the state for all its people, for all its 
sons and daughters, 1·1ith their tastes and aptitudes 
as varied as mankind, can place no bounds upon the 
lines of its endeavor, else the state is the irre-
parable loser. 
Be the choice of the sons and daughters of the state, 
language, literature, history, political economy, pure 
science, agriculture, engineering, architecture, sculp-
ture, painting, or music, they should find at the state 
university arnple opportunity for the pursuit of the 
chosen subject, even until they become creators of it. 
Nothing short of such opportunity is just, for each has 
~equal right to find at the state university.the --
advanced intellectual life adapted to his ~· Any 
of the 
3libid., citing A Source Book 
UniVersity of Texas, p. 5~ 
Relating to the History 
narrowed view is indefensible. The 
extend its scope until the fi32d is 
agriculture to the fine arts. 
university should 
covered from 
This pragmatic and democratic attitude has continued, for 
in 1932, President Coffman of the University of Minnesota 
summed up the state university approach by saying: 
The State universities hold that there is no intel-
lectual service too undignified for them to perform. 
They maintain that every time they lift the intellec-
tual level of any class or group, they enhance the 
intellectual opportunities of every other class or 
group.33 
101 
As new attitudes and ideas about the function of the 
college and university developed with the growth of a new 
nation, the concept of the bachelor's degree also changed. 
Perhaps what might be considered the first variation from 
the Bachelor of Arts degree was the conferring of degrees 
ad eundem by Harvard and Yale. 
By custom now in disuse, but prevailing during the 
eighteenth century and the first three decades of the 
nineteenth, graduates of other colleges, particularly 
Bachelors and Masters of Arts, were admitted upon 
application, to the ~ame degree (ad eundem gradum) 
in Harvard College.3 
32Butts, The College Charts Its Course, 2£· cit., 
p. 220, citing Inaugural Address of Charles Richard Van 
Hise, p. 28. 
33Brubacher, ££· cit., p. 169, citing The State 
University: Its Work and Problems, pp. 205-2~ 
34wal ter Crosby Eells and Harold A. Hasv1e11, Academic 
Degrees, United States Department of Health, Education, and 
·,·lelfare, Bulletin 28 (Washington: Government Printing 
Office, 1958), p. 6. 
In 1709, Harvard conferred the Master of Arts degree on 
Jared Eliot of the Yale Class of 1706 and on others in 
later years. Yale, in 1702, conferred the Bachelor of 
Arts degree ad eundem on four Harvard graduates of the 
classes of 1693 to 1699. The Harvard Quinquennial 
Catalogue listed these as "honorary degrees," but the 
degrees were more reciprocal in nature than honorary.35 
Although 98 per cent of the earned degrees in the 
seventeenth and eighteenth centuries were the Bachelor of 
Arts, degrees of a professional nature Here also awarded. 
The Bachelor of !'ledicine (r-1. B. ) was awarded in 1768 by 
the College of Medicine in Philadelphia. \/hile this 
degree was often called the Bachelor of Physic degree, 
the records indicate the degree as being the Bachelor of 
Medicine. At least 149 of these degrees were given by 
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the University of Pennsylvania, Columbia, Harvard, Rutgers, 
and Dartmouth before 1800. Another professional bachelor's 
degree was the Bachelor of Law (L. B.) which was given to 
Hilliam H. Cabell by the College of Hilliam and !1ary in 
1793. Cabell had previously received his Bachelor of Arts 
degree from Hampden-Sydney College in 1789.36 
~.~ 
.)Olbid., p. 26. 
By 1650, Harvard College had awarded a total of 
45 degrees. Harvard and \filliam and ~lary together, by 
1701, had awarded 616 degrees, and in 1800, nineteen 
colleges granted degrees to 4,371 students. A total of 
9,144 degrees had been awarded by the year l80o.37 
As the Bachelor of Arts degree in the United States 
came to represent a liberal education instead of the pre-
paration for a profession, the need arose for bachelor's 
degrees in other areas. The scientific and technical 
degrees followed the Bachelor of Arts degree in their 
development. 
II. THE RISE OF THE BACHELOR'S DEGREE 
IN SCIENTIFIC AND TECHNICAL FIELDS 
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As a result of the expansion of knowledge, the growth 
of secondary education and the need for specialized training 
in technical and vocational education, curricular offerings 
were broadened. Gradually, more attention was given to the 
natural sciences, English, and modern languages, and these 
subjects were included in the curriculum. 
37 \~alter Crosby Eells, Baccalaureate Degrees Conferred 
by American Colleges in~ 17th and 18th Centuries, United 
States Department of Health,-:E'dUcation, and Helfare, Bulletin 
28 {Hashington: Government Printing Office, 1960), p. 20. 
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Another change was the introduction of vocational 
subjects, \~illiam Smith, in his plans for the College at 
Philadelphia in 1755, visualized an institution with a 
course in the "mechanic profession'' as well as the tradi-
tional course. With the opening of West Point in 1817, 
the first institution for engineering instruction was 
established. Seven years later, Stephen Van Rensselaer 
stated the following as the purpose for his new institution: 
My principal object is to qualify teachers for 
instructing the sons and daughters of farmers and 
mechanics, by lectures or otherwise, in the applica-
tion of experimental chemistry, philosophy, and natural 
history to agriculture, domestic economy, the arts and 
manufacturers. From the trials which have been made by 
persons in my employment at Utica, \~hi tesborough, Rome, 
Auburn, and Geneva during the last summer, I am inclined 
to believe that competent instructors may be produced in 
the school at Troy, who will be highly useful to the 
community in the diffusion of a very useful kind of 
kr:o~1ledgg, with its application to the business of 
llvlng.j 
By 1849, Rensselaer had become a general technical institute 
l'lhich included a curriculum for the education of architects, 
mining, and topographical engineers with a liberal allowance 
for mental and physical culture. Two years previously, 
Abbott Lawrence gave $50,000 to Harvard University for the 
support of scientific education. While this led to the 
founding of the Lawrence Scientific School of Harvard 
38Thwing, A History of Higher Education in America, 
£Q· cit., p. 421, citi~g History of the Rensselaer Poly-
technic Institute, p. o. 
University, the admission requirements were merely the 
equivalent of an elementary school education. The impres-
sion was conveyed that the new scientific course was not 
considered in any way to equal the Harvard College cur-
riculum.39 
Scientific instruction grew slowly at Yale, and two 
professorships were established in 1846, although the 
Sheffield Scientific School was not founded until 1855. 
Ten years later, under the leadership of Hilliam Barton 
Rogers, the Massachusetts Institute of Technoloz;y was 
founded. This institution provided a full course of 
scientific instruction and laboratory investigation for 
prospective engineers and technicians while basic courses 
in general subjects were also required. These schools 
served as models for later scientific schools. 
As a vigorous critic of the traditional curriculum 
in higher education, Francis Wayland, the President of 
Brown University from l82r( to 1855, did much pioneer work 
in offering courses of a more practical nature. In an 
address in Schenectady in 1854, he said: 
Shall we, having educated the vlhole people up to a 
certain point, giving to all equal advantages for 
39Brubacher, 2£· cit., p. 104. 
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self-development, then reverse our whole system, and 
bestow the advantages of higher education only upon 
the few?40 
':layland implemented his philosophy at Brown by giving 
instruction in all branches of knowledge and devising 
courses to meet the needs of mechanical, agriculture, and 
industrial needs. 
As the field of knowledge expanded and specializa-
tion increased, new bachelors degrees were created to 
indicate the type of curriculum which had been studied. 
The first Bachelor of Science degree probably was con-
ferred by the Lawrence Scientific School at Harvard Uni-
versity in 1851. 41 While some sources state that Yale 
University also awarded the Bachelor of Science degree in 
1851, Eells stated that the Bachelor of Philosoph;;r degree 
\'I as given at the first graduation 42 of the latter school. 
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According to the Yale Catalogue of 1915, the first Bachelor 
of Science degree was introduced in 1915, and the first 
degree was conferred in 1919. 43 
The degrees of the Sheffield and La\,;rence Schools 
were considered inferior, for neither had adequate laboratory 
40Butts and Cremin,~· cit., p. 199, citing The 
Education Demanded by the People of the United States. 
41Eells, Academic Degrees, ~· cit., p. 24. 
42Ibid. 
43Ibid. 
facilities nor offered a four-year course. These schools 
were looked upon as annexes to the arts colleges. David 
Starr Jordan, President of Leland Stanford 
called the "B. S. 11 degree the "Bachelor of 
University, 
!.14 Surfaces." ' 
Harvard's Dean Briggs explained the Bachelor of Science 
degree as denoting '' •.• not a knowledge of science but 
merely an ignorance of Latin." 45 After the discontinuance 
of the Lawrence Scientific School, Harvard College granted 
the Bachelor of Science degree in 1907. This degree was 
discontinued in 1947 because most Harvard graduates pre-
ferred the Bachelor of Arts degree, even though they were 
46 majoring in the areas of the sciences. 
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In order to open Brown University to college students 
who had not had a classical training in hiGh school, Francis 
Wayland introduced the Bachelor of Philosophy degree in 1850, 
and he awarded the degree for the first time at the Commence-
ment of 1851. 47 Breaking from tradition, the diploma was 
written in English. Because mathematics \'las required instead 
44Philip L. Harriman, "The Bachelor's Degree," Journal 
of Higher Education, VII (June, 1936), 302. 
45"Harvard Discontinues S.B. Degree," Higher Educa-
tion, III (February 15, 1947), p. 11. 
40 Ibid. 
4 7 \'lal ter C. Bronson, The His tory of Broom University, 
1764-1914 (Providence: Bro\IDlJniversity-,-1914), p. 479. 
of Greek and Latin, the degree was regarded as inferior to 
the arts degree. Not until 1911 were the requirements 
equivalent to those for the Bachelor of Arts degree and, 
in 1931>, the degree was dropped. 48 
By the turn of the century, colleges organized many 
vocational curriculums and established nev1 degrees. In 
1906, Thwing described the situation as follows: 
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At the present time no less than two hundred and 
thirty-eight degrees are conferred. Among the more 
trivial of new degrees--and most of them are trivial--
are many which contain the Bachelorship as applied to 
specific arts--Bachelor of Accounts, B. Acct.; Bachelor 
of Business Science, B.B.S.; Bachelor of Elements, 
B.E.; Bachelor of Elementary Didactics, B.E.D.; 
Bachelor of Finance, B.F. which was conferred upon 
five students by the vlharton School of Finance of 
the University of Pennsylvania in 1884; [1\aster of 
Domestic Economy, 1-i.D.E.; and many others equally, 
or, if possible, more unwortn~ of having a place 
with great historic symbols. ~ 
Generally, the new degrees were considered inferior 
to the Bachelor of Arts degree and many times justifiably 
so. In speaking of the departures from the traditional 
Bachelor of Arts degree in the 1880's, Kelly said: 
These departures were made with great caution and with 
general recognition that the B.S. and Ph.B. represented 
a lower suality of academic achievement than the A.B. 
degree.5 
48Ibid. 
49Thwing, The American College and University, 2.2.· 
cit., p. 429. 
50Robert Lincoln 
Social Order (New York: 
Kelly, The American Colleges and the 
The Macmillan Company, 1940), p. 70. 
While the University of Rochester established parallel 
classical and scientific courses and gave the Bachelor of 
Arts and Bachelor of Science degrees respectively, other 
coller;es avmrded the degree for two years of work. 5l For 
example, in 1856, the Bachelor of Philosophy or Bachelor 
of Science degree was given for two years of work at the 
University of IOI'/a 1·1hile the Bache lor of Arts dec;ree was 
-0 
given for four years of wori:. JL Not until the tv;entieth 
century did the Bachelor of Science degree have equal 
requirements to that of the Bachelor of Arts degree. 
Although the Bachelor of Philosophy and Bachelor 
of Letters degrees were quite popular around the 1900's, 
some colleges did not confer these degrees even though 
they were offered for a time. Little by little, the 
Bachelor of Science degree became predominant. Another 
practice emphasized to minimize the number of degrees 
was that of awarding the Bachelor of Science degree in 
various fields, such as physical education, education, 
and music. Gradually, in contrast to the Bachelor of 
Arts degree, the Bachelor of Science degree has come to 
represent a curriculum of a vocational nature, such as 
teaching, engineering, or science. 
51Brubacher, ££· cit., p. 100. 
52universit;y of Iowa Catalogue, 1856-5'7, p. 23. 
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III. THE RISE OF THE BACHELOR'S DEGREE 
IN THE FIELD OF TEACHING 
In colonial times, teaching was done by the minister, 
a person with a liberal arts education, or a young lady (in 
the case of the primary grades). As new ideas in psychology 
were applied to education and new opportunities for vocations 
unfolded, the training of the teacher became a concern of 
all. From 1825 until 1865, educational literature contained 
many articles about the ideal school teacher. Opinions 
differed about the qualifications that 1·1ere needed. A 
knowledge of subject matter was considered sufficient by 
some while others believed that a teacher needed special 
preparation for the field. While in most cities the 
requirements were quite vague, great stress was placed on 
the character of the teacher: 
A school master must have common sense, uniformity 
of temper, a capacity to understand and discriminate 
character, decision of character, an affectionate 
nature, a sense of moral obligation, ang
3
a wide range 
of knowledge in common school subjects. 
Later, there seemed general agreement that the teacher 
should be familiar with the common branches of knowledge, 
the common elements of Christianity or moral instruction, 
and the common branches of patriotic instruction.54 
53Butts and Cremin, 2£· cit., p. 228, citing Hall's 
Lectures~ School-Keeping, pp.i05-75. 
54Butts and Cremin, 3£· cit., p. 228. 
lll 
Although some teacher education was carried on in 
the private academies of the eighteenth century, many 
educational leaders believed that special schools should 
be established for the trainin6 of teachers and, in 1823, 
the first normal school was opened by Samuel R. Hall at 
Concord, Vermont. Four years later, James G. Carter, a 
I~assachusetts educator, proposed an institution primarily 
for the training of teachers for the common schools at 
Lancaster, IIIassachusetts. Carter campaigned for the 
teaching of methods and state support and control of 
normal schools. Followinc; the ideas of Carter, Victor 
Cousin, Horace Mann, and others went to Prussia to s tud~,r 
teacher training practices prevalent there. In 1839, the 
first normal school was established at Lexington, Massa-
chusetts, with Cyrus Pierce as the first principal and 
three young ladies as students. In September of the same 
year, a state normal school was organized at Barre followed 
by Bridgewater Normal School the next year. Albany Normal 
School was established in 1844, while the first state 
normal school VIes t of the Mississippi River v1as at vlinona, 
IIIinnesota in August, 1858.55 The grmvth of normal schools 
55charles A. Harper, A Century of Public Teacher 
Education (\lashing ton: Hugh -Birch-Horace Elann Fund for 
the American Association of Teachers Colleges, Department 
of the National Education Association, 1939), p. &5. 
continued rapidly. In addition, municipal normal schools 
were opened in the larger cities of Boston, Philadelphia, 
Baltimore, Trenton, St. Louis, and San Francisco. By 
1875, normal schools had taken their place as the prin-
cipal a~ency for teacher education in the common schools. 
With the rapid increase in the number of children 
in elementary and secondary schools in the nineteenth 
century, more efficient and thorough ways of teaching 
became mandatory. Thomas l·1ann and Henry Barnard cam-
paigned for improvements in education v1hile Barnard 
published the Connecticut Common School Journal \Ihich 
contained many articles about methods of teachinc;. 
Carter urged that education be considered as a science 
and advocated the ideas of Pestalozzi. At OS11ego, New 
York, Sheldon shared the feeling of Carter and began to 
employ the ideas of Pestalozzi in his practice school, 
emphasizing teaching through actual experience with 
objects. It is evident that since the normal schools 
were not bound to a traditional curriculum, they \'/ere 
able to adapt to a changing society; therefore, they 
developed a more pragmatic philosophy. 
The ideas of Rousseau, Froebel, and Herbart v1ere 
also implemented. As a result of Her bart 1 s vJOrlc in 
psychology, the Herbartian Society Has begun by men, such 
as Charles DeGarmo and Franlc and Charles !··1cHurry. This 
society: 
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• • • preached the doctrine of interest, the organiza-
tion of subject matter around fundamental meanings, and 
the inclusions of vital materials in the curriculum, as 
opposed tg6 textbook slavery and facts taught with dull monotony. 
Later this Association was changed to the National Society 
for the Scientific Study of Education, and in more recent 
years the word, Scientific, has been omitted. 
Teacher organizations were the most forceful groups 
for raising the standards of teacher education. As a result 
of disagreement about the place of professional subjects in 
the curriculum, the American Normal School Association sub-
mitted recommendations to improve education. In 1859, \'lines, 
the first President of this Association, clarified the 
function of the normal school by saying: 
A normal school is a professional institution aiming 
to impart to its pupils a thorough preparation for their 
future profession and this preparation must include an 
ample and complete lmoHledge of branches of learning 
properly belonging to that profession. Any other theory 
of the normal school seems to me far too rigid, narrow, 
partial, pinched, and chilling.57 
The general outline of the curriculum 11as quite well-
determined by the end of the nineteenth century. Host 
schools included academic subject matter in the area in 
which the teacher was preparing to teach, history and 
philosophy of education, organization and administration 
56 Ibid., p. 125. 
57 Ibid., pp. 108-1o9. 
of school systems, child study and child development, and 
general study of teaching methods. However, disagreement 
about the function of practice teaching and academic v;ork 
still existed. 58 
As the number of high school graduates increased 
ll4 
rapidly after 1890, more attention was given to the quality 
of school facilities and more demand was made for teachers 
with a bachelor's degree. Universities began to establish 
Colleges for Teachers. Lectures on the "art of teachin"" 0 
and pedagogy were given at Washington College, Pennsyl-
vania, as early as 1831. The first permanent university 
Chair of Education was probably established at the Univer-
sity of Iowa in 1873, and the School of Education followed 
in 1907.59 In 1879, the University of t!Jichigan established 
a permanent chair of Science and the Art of Teaching, and 
the Universities of \1/isconsin, North Carolina, and Johns 
Hopkins followed. The growth of education departments 
timshroomed after 1890, and by the turn of the century, 
almost 250 departments Here in existence. 60 r'lany liberal 
arts colleges also joined in the work of teacher education. 
58Butts and Cremin, £E· cit., p. 401. 
59Ibid., p. 451. 
00Ibid. 
ll;J 
Numerous normal schools changed to teachers colle,:;es and 
began to grant four-year degrees. 
Pioneering states in this trend were New York and 
Nichigan. As early as 1890, Albany State Teachers College 
offered a four-year degree program, 01 and nine years later, 
the ~lichigan State Normal College offered a four-year pro-
52 gram. By 1940, most normal schools had changed to 
teachers colleges and were granting bachelors degrees. 
In recent years, some state teachers colleges have changed 
to state liberal arts colleges. 
The teachers colleges had opponents, and departments 
of the university looked down upon the profession of educa-
tion. ~~any felt that education lacked a well-defined body 
of content, and that methods were stressed at the expense 
of academic content. Professional organizations, repre-
senting a united group, helped to raise the standards and 
to establish education on a firm basis. The creation of 
the United States Department of Education in 1867 gave a 
national focal point and prestige to education. Since its 
establishment, the Department has published reports and 
studies on higher education. Beginning in 1917, the Office 
of Education has issued publications on accredited higher 
01 ·t 135 Harper, ££· £!_., p. • 
02rbid., p. 110. 
institutions of learning every four years as \'/ell as 
numerous other reports. 
In 1857, the National Education Association, an 
outgrowth of the American Institute of Instruction which 
originated in Boston in 1830, was organized for the pur-
pose of raising the standards of teachinc;. Another 
organization founded for the purpose of providing retire-
ment allowances to college professors was the Carnegie 
Foundation for the Advancement of Teaching in 1907. This 
group established the Carnegie unit system in the high 
schools and has continued to aid in raising standards 
through its grants and publications. In 1917, the 
American Association of Teachers Colleges was founded 
and in 1927 established standards for the admission of 
members. 
As more teachers were required for the public 
schools and for the high schools in particular, educators 
believed that education needed a degree similar to the 
professions of law, medicine, and divinity. In fact, the 
President of the Illinois State Normal University stated 
in 1876: 
There should be a professional degree given by the 
normal schools to indicate the profession of teaching. 
So apparent is this proposition--unless the entire 
system of degrees is v1rong--that it seems superfluous 
to argue it. If the professions of law, medicine, and 
divinity are distinguishing and honored by appropriate 
ll6 
degrees, why should not the coordinate orofession--
coordinate in dignity, usefulness, and the talent 
necessar~ for success--be thus distinguished and 
honored? 3 
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Three ;years later, J. C. Gilchrist, President of Iowa State 
Normal School, used the following arguments in favor of a 
degree for teachers: 
(l) A system of professional degrees ·.;ill make 
teachers prominent in society as a learned class. 
(2) A wise system of degrees securing some privi-
leges and emoluments will prove a strong incentive in 
obtaining professional qualifications. 
(3) A system of degrees for teachers will induce 
a more perfect development of educational philosophy 
and pedagogical practice. 
(4) A system of degrees4will make for more per-manency in the profession. 0 
The work of these men vms successful, for in 1877, the 
State University of Iowa conferred the Bachelor or Didactics 
on four individuals. This program was announced in the 
catalogue for the school year for 1873-1874 as follows: 
Those 1·1ho complete the required course in a sa tis-
factory manner, vlill, on receiving the de;ree of A.B. 
or B.Ph., be entitled to a certified testimonial of 
qualifications as teachers, and after two years of 
successful te~ching may receive the degree of Bachelor 
of Didactics. 0 5 
The University of tUssis sippi also conferred a 
Bachelor of Pedagogics on one of their graduates in 1877. 66 
63Harper, 2£· cit., p. 134. 
64Ibid. 
65university of ~ Catalogue, 1873-74, p. 45. 
rr . 
00Eells, Academic Degrees, 2£· cit., p. 114. 
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It appeared that the first Normal Schools to award an educa-
tion degree, the Bachelor of Pedagogy, v1as at Albany Normal 
School in 1890.67 Fifteen years later, the college was 
granted permission to confer both the Bachelor of Arts and 
the Bachelor of Pedago::;ics degrees. As at the University 
of Iowa, the Bachelor of Pedagogics de,:;ree was only to be 
av~arded to a college graduate after he had done a year of 
post-c_~radua te study. 68 The privilege to grant the Bachelor 
of Education degree was given in 1907 to four State Normal 
Schools in Illinois. 69 
Other types of bachelors degrees were the Bachelor 
of Oratory and the Bachelor's Diploma in Education. Three 
students received the Bachelor of Oratory degree from New 
England Conservatory of Music in 1890. This degree was 
given for the regular two-year course and a one-year post-
graduate course. The program was short-lived, however. 
In 1905, the Oratory Department was united v1ith the Depart-
ment of Oratory at Emerson College.7° The Bachelor's 
Diploma in Education, which certified satisfactory cornple-
tion of a major subject in an area of specialization, was 
07Harper, 2£· cit., p. 135. 
S8Ibid. 
6glbid. 
70New England Conservatory of Music Catalogue, 
189o-91, p:-5s. 
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given at Teachers College, Columbia University by 1910. It 
appeared that this degree was basically the same as the 
Bachelor of Science degree in Education which was also 
offered by Teachers College at Columbia University.71 
Some institutions also offered the Bachelor of Arts 
or the Bachelor of Science degrees to education majors. 
Teachers College of Columbia University offered the 
Bachelor of Arts and the Bachelor of Science dec;rees with 
'72 
an education major as early as 1901. The University of 
Oregon announced that five students had received the 
Bachelor of Science in Didactics in 1897.73 The Bachelor 
of Science in Education was given by Teachers College of 
Columbia University as early as 191074 and by the Teachers 
College at Trenton, New Jersey, in 1925.75 In 1903, the 
Bachelor of Arts degree r;i th an education major was estab-
lished at Ypsilanti, and t11o years later, the first Bachelor 
76 
of Arts degree was given. Albany Normal School, in 1905, 
7lcolumbia University Teachers College Catalogue, 
1910-ll, p. 147. 
72columbia University Teachers College Catalogue, 
1901-02, p. 97. 
73university of Ore~on, Annual Reports of the Presi-
dent of the Board of~egen s, 1897-98, p. 5. -- ---
74columbia University Teachers Colle3e Catalogue, 
1910-ll, p. 147. 
75H 't 37 arper, ~· ~., p. l . 
76Butts and Cremin, ~· cit., p. 451. 
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was permitted to confer the Bachelor of Arts degree with an 
education major. 77 Not until about 1920, hov1ever, did the 
Bachelor of Arts and the Bacnelor of Science dec;rees become 
common practice in education. Although the original meaning 
of the Bachelor of Arts degree was the granting of the right 
to teach, the Bachelor of Science degree represents a voca-
tional and teaching degree since about 1920. 
IV. THE RISE OF DEGREES FOR 'dO~IEN 
Tv10 hundred years after the founding of Harvard 
College, Wesleyan Female College at Macon, Georgia, offered 
degrees to women. Hi thin the next tv1enty ;y-ears, Judson 
College in Alabama, Rockford Female Normal Institute in 
Illinois, and Elmira College in New York were founded.78 
Girls entered these institutions at an early age because 
many were unable to secure a satisfactory secondary-school 
education elsewhere. The public was skeptical about the 
respect and value of a higher education for women, and many 
feared that the training had an adverse effect on their 
health. Timothy Dwight, the President of Yale University, 
described the education of the female in the early part of 
the nine teen th century b~' saying: 
77Harper, ££· cit., p. 136. 
78Brubacher, ££· cit., p. 65. 
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Miss, the darling of her father and the pride of her 
mother, is taught from the beginning to regard her dress 
as a momentous concern. She is instructed in embroidery 
merely that she may finish a piece of work, which frorn 
time to time is to be brought out, to be seen, admired, 
and praised by visitors; or framed, and hung up in the 
room, to be still more frequently seen, admired, and 
praised. She is taught music, only that she may per-
form a few times, to excite the same admiration, and 
applause, for her skill on the forte piano. She is 
taught to draw, merely to finish a picture, which, when 
richly framed and ornamented, is hung up, to become an 
altar for the same incense. Do not misunderstand me. 
I have no quarrel with these accomplishments. So far 
as they contribute to make the subject of them more 
amiable, useful, or happy, I admit their value. It is 
the employment of them which I censure; the sacrifice, 
made by the parent of his property, and his child at 
the shrine of vanity. 
The reading of girls is regularly lighter than that 
of the boys. vlhen the standard of reading for boys is 
set too low, that for girls will be proportionately 
lowered. \~here boys investigate boolcs of sound 
philosophy, and labour in mathematical and logical 
pursuits; girls read history, the higher poetry, and 
judicious discourses in morality, and religion. \'/hen 
the utmost labour of boys is bounded by history, 
biography, and the pamphlets of the day; girls sink 
down to songs, or novels, and plays.79 
Nor did the granting of degrees add prestige to the institu-
tion, for in 1835, The Springfield Republican printed: 
The Kentucky Legislative (sic) has conferred upon 
l1essrs. Van Doren's Institution for Young Ladies in 
Lexington, the charter rights and standing of a College 
by the name of Van Doren's College for Young Ladies. A 
Diploma and honorary degrees of l•I.P.L. (lilistress of 
Polite Literature), l/j.ll[. (Mistress of Music), and 
M.I. (Mistress of Instruction) may be given. 
79Thwing, A History £f. Higher Education in America, 
£E· cit., ·p. 336, citing Dwight 1s Travels, Vol.-r, pp. 
51L~-515. 
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The editor of the newspaper had other degrees that he 
suggested: 
M.P.M. (Mistress of Pudding Making), M.D.N. (Mistress 
of the Darning Needle), l'I.S.B. (II\istress of the Scrubbing 
Brush), l'I.C.S. (IVIistress of Common Sense). The Profes-
sors should be chosen from farmer's wives and the Labor-
atory should be a kitchen. Honorary degrees might 
include H.VI. (Happy \life), H.H. (Happy Husbang6 and 
l'l.'ii.R.F. (l'lother of a \'Jell Regulated Family). 
Not all women's education was of a lo'il calibre, how-
ever, for in 1833, Oberlin College was opened to women, and 
at the commencement of 1841, three females received the 
Bachelor of Arts degree along with nine male graduates.8l 
Twenty-five years later, Matthew Vassar gave sufficient 
funds to enable Vassar College to open VJith high scholastic 
standards. Wellesley College followed ten years later, and 
shortly thereafter, Smith College was opened. In 1885, 
Bryn f'.lav;r College offered graduate study for young women 
on an equal plane with Harvard University and the Johns 
Hopkins University. A few years later, vwmen 1 s annexes, 
such as Radcliffe at Harvard, Barnard at Columbia, Pembroke 
at Brmm, and Sophie Newcomb at Tulane, were or;:;anized in 
80Newton Edv:ard and Herman G. Rickey, The School in 
the American Social Order (New York: Houghton Nifflin -
Company, 1947), p. 412, citing Springfield (I1 assachusetts) 
Republican, March 14, 1835. 
81Brubacher, ££· cit., p. 66. 
conjunction with the men's collec;es. By 1900, 71.6 per 
cent of the American institutions were coeducational.82 
Since the women's colleges of Vassar, \lellesley, 
Smith, ~'lount Holyoke, and Bryn Mawr followed Harvard and 
Yale in their educational philosophy, graduates of these 
Homen's colleges received the Bachelor of Arts degree. 
On the other hand, many nineteenth century educators 
believed that a degree would be harmful to 1·1omen and 
that the \'lord "bachelor" was inappropriate. Catherine 
Beecher said in 1835 that: 
She did not approve, however, of ;ranting "titular 
degrees to females'' as it 1'/ould be bad taste, Hould 
cause "needless ridicule" and "painful notoriety", 
and 1'/ould ap,><ssar, many thought, as "an attempt to 
unsex them. •b.:> 
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As a result, degrees, such as Mistress of Polite Literature 
(M.P.L.), Mistress of Fine Arts (M.F.A.), Sister of Arts 
(S.A. ), and !1aid of Arts (M.A.), were auarded. Beaver 
College at Philadelphia was one of the first colleges to 
award the mistress degree, and in 1856, tvw graduates 
received the Mistress of Literary Arts degree and the 
Nistress of English Literature degree. 84 The Commission 
82Brubacher, 2£· cit., p. 68. 
83Thomas Hoody, A History of Women's Education in the 
United States (New York: The Science Press, 1929), p.46r 
citing American Teachers, pp. 169-181. 
84walter Crosby Eells, ''Early Collegiate Degrees for 
\!omen, 11 Educational Record, XLI (July, 1960), p. 266. 
124 
of Education reported that thirty-nine of these de=rees were 
awarded by "Institutions for the Superior Instruction of 
·;~or.Ien" in 1872. 85 
Another practice common in the 1870's was to grant 
women the standard bachelor's degree but then to report the 
women as receiving the Graduate in Arts or the Graduate in 
Science degrees. Still another custom was the awarding of 
the Laureate of Arts. Burritt College in Tennessee, as 
late as 1924, announced the awarding of the Bachelor of 
Arts, the !Ustress of Arts, the Bachelor of Science, and 
the !1\istress of Science degrees.86 However, the various 
regional associations of colleges and secondary schools 
helped to eliminate the use of mistress degrees. 
From about 1700 until shortly after 1900, many new 
kinds of bachelors degrees originated. Many of the new 
degrees began with low standards for admission to the 
colleges. Some degrees represented only a two- or three-
year period of study, and many times nei'; subjects were 
added which had not been included in a college curriculum 
previously. Eells described the variation in the standards 
of the bachelors degree when he said: 
85Ibid. 
8611alter Crosby Eells, "Baccalaureate Tercentennial," 
School and Society, LVI (September 19, 1942), 242. 
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It was given by some institutions for only one or two 
years of standard college work. It was given in some 
cases, even in recent years by high schools. Together 
with other college degrees, it could be secured for a 
fee in some states and in the District of Columbia with 
little or no study from "universities" v;ith high-sound-
ing titles which were only itinerant "diploma mills''. 
In some cases the ''university'' consisted only of a post 
office box where applications and cash ':I ere received 
while diplomas were sent by mail until the proprietors 
were forced to move by the Post Office Department 
because of fraudulent use of the mails. 
. . . . .. . . . . . . . . . . . 
There were even high schools, in both North and 
South, which were conferring the bachelor's degree on 
their graduates. Central High School, in Philadelphia, 
under a charter granted in 1849, still confers the 
bachelor's degree, and its administrative p,~ad is 
known as the president, not the principal.07 
v/hile most collet::es were conscientious in setting up 
nev1 programs for the bachelors degrees, because of the wide-
spread variation in practice, many of the new degrees were 
inferior to the traditional Bachelor of Arts degree. Only 
after accreditation agencies were able to standardize the 
various bachelors degrees and establish the requirements 
on a sound educational foundation, did bachelor's degrees 
have equal standing. In fact, because of the past history 
of many bachelors degrees, the attitude toward educational, 
scientific, and other similar degrees has been slow to 
change. Today, most bachelor's degrees are accepted with 
equal status if they are avmrded by an accredited institu-
tion of higher learning. 
B7Ibid. 
Baohelo" dog'~. s.f"'. i ·n·. music.· have had a similar 
history to other bache . , ,J:legre;is. *he next chapter 
will be concerned with music and the way it developed 
into a major field of study within the Bachelor of Arts 
d ec;rec. 
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CHAPTER V 
THE DEVELOP!1ENT OF MUSIC AS A MAJOR FIELD OF STUDY IN 
THE BACHELOR OF ARTS DEGREE IN THE UNITED STATES 
Il\usic has always been a part of collec;e and univer-
sity life in the United States. From colonial times until 
the present, it has accompanied the formal festivities of 
the college; students have played and sung for relaxation, 
or have studied music as an extra subject. Hov1ever, not 
until over two hundred years after the founding of the 
first colleges was music allowed colle::;e credit. Because 
music v1as not a part of the curriculum of the colonial 
colleges and was considered widely as a "frill," educators 
were slow to accept it as a study worthy of academic credit. 
Within the last century, however, music has been accepted 
as a regular subject in the curriculum, The purpose of 
this chapter is to indicate how music gradually emerged 
as a major discipline and became approved generally as an 
area of concentration in studies leading to tl1e Bachelor 
of Arts degree. 
I. l-IUSIC ACTIVITIES IN EARLY A!•IERICA 
By the early part of the nineteenth century, musical 
organizations were formed in the colonies. One of' the first 
choral groups founded in the United States was the Handel 
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and Haydn Society organized in Boston in 1815. This Society 
was influential in raising the standards of choral music in 
New England and led the way to the formation of similar 
organizations in the country. 
In 1820, the 11usical Fund Society of Philadelphia 
vias founded for the purpose of cul ti va ting sldll and 
science in music and for the relief of distressed musicians 
and their families. The constitution stated: 
As this fund is formed by the contribution of the 
members, for their mutual benefit, any assistance which 
may be received from iti shall be considered not as a 
charity but as a right. 
According to the nevJSpaper reports, the Society 1;as held in 
high esteem, for the Euterpeiad wrote in January, 1822: 
There was not a footstep or a whisper in the hall--
make but the comparison of this stillness v1ith the 
chatter which disgraces a common concert and the 
effect produced by a society, such as that which we 
are speaking of, is not to be questioned. lllusic has 
become fashionable when the fashionables and the 
loungers can be silent at a musical performance--
and that which is fashionable will be admired, cul-
tivated and valued. \'/hen this value is attached to 
proficiency in the art, and not before, we may hope 
for native eminence in music science.2 
JohnS. Dwight described the Musical Fund Society as the 
largest and best group of resident instrumentalists who Here 
united on a permanent basis and wrote: 
II 
111Husical Fund Society of Philadelphia," Euterpeiad, 
(January 5, 1822), 162. 
0 
'-Ibid., p. 163. 
This orchestra possesses the means of presentinc in 
their full proportions, the gigantic symphonies of 
Beethoven and others. A band much larger would~, 
rather fall into the modern "monster" category • .J 
A third group of the period was the tiiendelssohn 
Quintet Club, formed in Boston in 1849. vii th Thomas Ryan, 
who later became the director of the National College of 
t<Iusic as the leader, the group toured the country and 
received a great deal of fame. Other newly organized 
groups that helped to create an interest in music v1ere 
the New York Philharmonic Society and the Germania 
Orchestra in Boston. The Boston Peace Jubilees of 1869 
and 1872, plus the visits by virtuosi, such as Theodore 
Thomas, Jenny Lind, and Ole Bull, likeviise, aroused more 
enthusiasm for music. 
Performing groups were not confined merely to pro-
fessional and community musicians though, for as early as 
1759, the Orpheus Club was founded at the University of 
Pennsylvania. Harvard College follov1ed in 1808 v;i th the 
formation of an instrumental band, the Pierian Sodality. 
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An outgrowth of this group was the Harvard Jvlusical Associa-
tion founded in 1837 by John S. Dvlight and other Harvard 
College alumni. The aim of' the group was to raise the 
standards of' musical taste at the Coller:;e. In its regular 
311 The Musical Fund Society," Dwight's Journal of 
f<lusic, I (April 10, 1852), 5. 
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soirees from 1844 to 1850, chamber music \JaS initiated and, 
in turn, influenced the organization of the r'Iende l s sohn 
Quintet Club. Noreover, the Association prepared the way 
for a professor of music and the formation of a complete 
music library. Yale College followed shortly afterwards 
with a music society v1hici1 furnished music twice a day at 
chapel services. This group served from 1813 until 1855 
when a chapel choir was formed and, in 1868, the group was 
supplanted by the University Glee Club. The College of 
New Jersey (later Princeton University) had a small stu-
dent orchestra in 1791, and shortly afterwards, Dartmouth 
College organized the Handel Society. 
Not all of the music in the early colleges was 
serious. Sonneck wrote about the Singing Club of Harvard 
College saying: 
Undoubtedly the Harvard boys knew strains very much 
more secular and even profane than those contained in 
the Harmonia Americana compilSd by their fellow-
student Samuel Holyoke, • • • 
In describing sports at Dartmouth College in the eighteenth 
century, Thwing stated that members of the sophomore and 
freshmen class v1ere petitioning to be allowed to spend a 
portion of their leisure hours in stepping the minuet and 
4o. G. Sonneck, Early Concert-Life in America (Leip-
zig: Breitkopf and Hartel, 1907), p. 311. 
learning the sword. 5 vlhen David Bispham arrived at Haver-
ford College shortly after the Civil War, he took his 
zither. Surprisingly, he was told by the college authori-
ties that music was against the rules and that he would 
need to play off college grounds. Consequently, he took 
his zither over to the Haverford Station on the Pennsyl-
vania Railroad, and the ticket seller kept it for him. 
In his spare moments, Bispham practiced. A change of 
attitude later occurred within the college, for in 1914, 
the Doctor of Laws was conferred on Bispham for his 
' 
eminent services to the art of music. 0 
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Nor were the colleges of the colonial period without 
music for their commencements and other celebrations. In 
1756 to 1757, the students at the College of Philadelphia 
produced an adaption of the Masque of Alfred the Great. 
According to a newspaper report, "an excellent Piece of 
new Music by one of the performers" was included.7 No 
doubt, the composer was Francis Hopkinson. The same year 
an Ode, which was set to music by James Lyon, one of the 
5Charles Franklin Thwing, 
Education in America (New York: 
1906)' p. 144. 
A History of Higher 
D. Appleton and Company, 
6James T. Quarles, "Music in the Life of the Average 
College Student," Music Teachers National Association Volume 
of Proceedings, Series 25 (1930), p. 50. 
7Gilbert Chase, America's Music (New York: McGraw-
Hill Book Company, Inc., 1955), p. 100. 
students, was performed at the Commencement exercises at 
the College of New Jersey. In 1761, works of Hopkinson 
and Lyon were played at a public commencement program at 
the College of Philadelphia. The Pennsylvania Gazette 
stated that the event took place: 
• • • ''before a vast Concourse of People of all 
Ranks," and "there was performed in the Forenoon an 
elegant Anthem composed by James Lyon, of NeVI Jersey 
College, and in the Afternoon an Ode • • . v1ri tten 
and set to music in a very grand and masterly Taste 
by Francis Hopkinson, Esq. A. rJI. of the Colle;se of 
this City."B 
II. THE RISE OF MUSIC IN THE BACHELOR OF ARTS DEGREE 
Although music performance existed in most colonial 
colleges, over two hundred years passed before credit was 
;;;;iven for music study. The feelings toward music in the 
seventeenth century were shown by a letter \·ihich Leonard 
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Hoar, a minister to England, sent to his nephew, a Freshman 
at Harvard College. Among other things, he Hrote: 
Music I had almost forgot. I suspect you seek it 
both too soon and too much. This be assured of, that 
if you be not excellent at it, it is nothing at all; 
and if you be excellent, it will take up so much of 
your time and mind, that you will be worth little else. 
And when all that excellence is attained, your acquest 
will prove little or nothing of real profit to you, 9 unless you intend to take up the trade of fiddling. 
8Ibid., p. 126. 
9Thwing, 2£· cit., p. 39, citing Harvard Graduates, 
Vol. I, pp. 229-232. 
Though Harvard College's early curriculum was based 
on the traditional liberal arts, music was not included. 
Probably the only data available to Harvard students on 
music were the encyclopedias and Charles Morton's book, 
Compendium Physicae. 10 This text was adopted at Harvard 
College around 1687 and devoted about two pages to music 
and the "pleasures of harmony." Morison said: 
It is likely that early in the eighteenth century 
some knowledge of musical notation was acquired by 
the students as a part of mathematics. The theses 
mathematica of 1717 and 1723 include "Harmonia est 
Convenientia Sonorum bene proportionatorum", and 
1~\usicae partes sunt" .11 
Except for performing groups, little mention was 
made of music at Harvard University until 1862. At this 
time, John Knowles Paine was appointed Instructor in 
Counterpoint and Fugue. Paine had been appointed Organist 
and Music Director of the University and offered to give, 
free of charge, a series of lectures on musical form. 
Because this was a new idea, he received much opposition. 
No credit towards a degree was given; attendance was poor, 
and the lectures were abandoned. However, when Charles 
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10samuel Eliot !"!orison, The Develooment of Harvard 
Universitt Since the Inauguration-or President Eliot, 1869-
1929 {Cam ridge: Harvard University Press, 1930), p. 238. 
llsamuel Eliot Morison, Harvard College in the 
Seventeenth Century: Tercentennial History of Harvard 
College and Universit~, 1o36-193o (Cambridge:- Harvard 
University Press, l93o), p. 117. 
Eliot became President of the University in 1870, Paine 
started his lectures again. The following announcement 
was made in the Catalogue for the year 1870-71: 
10. The History of Music (with Vocal Illustrations 
of Medieval and Modern Masters). By J. K. 
Paine, on Saturdays, 12M., be~in£~ng December 
3d. Eighteen lectures. Fee ~5. 
More attention was given to music in the succeeding year, 
as the following announcement was added: 
l. 
2. 
Instruction Open to Graduates 
MUSIC 
Harmony.-Counterpoint and Choral Figuration.-
Simple forms of Free Composition. -Song, !'larch, 
Dance, Prelude, etc: Twice a week.-
MR. PAINE 
Imitative Counterpoint.-Canon.-Fugue (in two or 
three voices).-Free Composition (Thematic Treat-
ment). Three times a week. 
MR. PAINE13 
Seniors and sophomores also were permitted to take this 
class with the prerequisite of a competency examination. 
Instruction was described as follows: 
The University Lectures are intended for graduates 
of colleges, teachers and other competent adults. 
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There is no examination for admission. Residence in 
Cambridge is not essential. They are open, free of 
charge, to all professors in colleges or professional 
schools, and to all officers of instruction and govern-
ment in this University. The fees for the University 
12Harvard University Catalogue, 1870-71, p. 109. 
13Harvard University Catalogue, 1871-72, p. 117. 
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L ctures are payable in advance (by mail or in person) , 
a the office of Edward W. Hooper, Steward, Cambridge.l 4 
Paine's courses grew in popularity, and his work was 
recog ized officially. In 1873, he was made an Assistant 
Professor Music. For the first time, music vms given col-
lege redi t at Harvard University, and Paine vms then paid 
a sal ry. Two years later, he became a full professor and 
held his chair until Walter R. Spalding succeeded him 
almost thirty years later. By 1875, courses were offered 
in hatmony, counterpoint, canon, fugue, and the history of 
musicf No applied music was given but the catalogue stated: 
A knowledge of the 111ajor and Minor ke;,rs and some 
proficiency in piano or organ playing are required of 
students who take Course 1. 
r 
A knowledge of musical notation and some practical 
k owledge of vocal and instrumental music are required 
o students who take Course 5.15 
(Cour e l was harmony, and Course 5 was the history of music.) 
Music was now on an equal status with other subjects, and 
' 
honorr in music could be earned as in other areas. 
I Many traditions about Paine as a Professor have been 
told., Some of his pupils said that he was "as dry as dust" 
and at his classes were non-inspiring. Others spoke of 
his yalty. If Paine had not been academic to the point 
ness, no doubt he would not have been tolerated at 
14~., p. 121. 
l5Harvard University Catalogue, 1875-76, p. 64. 
nineteenth century Harvard. As a member of the Harvard 
Corporation, the historian, Francis Parkman, was one of 
the most stubborn opponents of Paine. It was said that 
he ended all meetings with "musica delenda est," or "music 
must be abolished." 10 l"lhen the question of funds was 
raised, Parkman was always ready to abolish the music 
department. 
Nevertheless, Paine had admirers, for a friend, 
John Fiske said, "it is due to him that music has been put 
on the same level with philosophy, science, and classical 
h "l 1 "17 p ~ o ogy, • • • Charles Eliot, the President of 
Harvard, commented on Paine's work by indicating that 
music was ''not especially congenial to the evolved or 
opened-out Puritans who for a hundred years have had the 
management of Harvard College." 18 The influence of 
William James, with his new ideas in philosophy, helped 
the Harvard faculty to change some of its views about 
music. James• ideas that: 
• knowledge of the arts is one of the greatest 
forces in education struck a new note in university 
16chase, £R· cit., p. 336. 
17M. A. DeWolfe Howe, "John Knowles Paine," Musical 
Quarterly, XXV (1939), p. 264. 
lBrbid. 
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life. His philosophy became one of the gf~atest powers 
in the development of cultural education. ~ 
Shortly after Spalding succeeded Paine in the music 
department at Harvard University; reciprocal arrangements 
for study were made between Harvard and the New England 
Conservatory of Music. Harvard University allowed credit 
toward the Bachelor of Arts degree for certain conservatory 
courses, and the New En6land Conservatory Catalogue stated 
in 1906: 
Hhile adequate literary qualifications have always 
been required for graduation from the Conservatory, 
the means for furnishing such privileges as those now 
acquired are naturally beyond the scope of any musi~ 
school, however complete its technical departments. 0 
Thus, students could study in both schools and have the 
credit accepted by either school. 
From the time of Paine's first lectures, the instruc-
tion in music at Harvard University had consisted principally 
of music theory, history, and composition. Although credit 
v1as not given for applied music, performance in some medium 
v1as required. Archibald Davison, a professor of music at 
Harvard University for over thirty years, expressed the feel-
ing of the University toward applied music by writing: 
19sY.uire Coop, "The Status of r~usic in Colleges and 
Universities in 1876 and Since," Music Teachers National 
Association Volume of Proceedings, Series 23 (1928), p. 236. 
~ 20New England Conservatory of Music Catalogue, 
190o-07, p. 53. 
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It is sometimes urged that there is an anal06Y between 
the type of ability required in the manipulation of 
apparatus used in the physical laboratory in preparation 
for entrance examinations, and the merely mechanical 
business of playing the pianoforte for example. This 
is hardly true, for ability to handle skillfully labor-
atory instruments presupposes the use of lo~ic and 
ori;sinal thinking in the experiments which are to fol-
low, whereas playing the pianoforte may be a purely 
physical matter in which the intellect plays a rela-
tively small part.21 
One of the great issues underlying music instruction 
in liberal arts colleges has been whether or not credit 
should be given for study of applied music. Although many 
colleges have followed the Harvard University pattern, many 
schools have accepted credit for applied music study. The 
attitude of Harvard University concerning the purpose of 
music study was revealed by Davison when he wrote: 
It may be stated at the beginning that the reception 
accorded by each individual to the idea of including 
these activities under work for the A. B. degree will 
depend entirely upon what he thinks the significance 
of that degree to be. If he believes the degree is a 
symbol of broad and inclusive cultivation, requiring 
for its attainment the employment of logic in every 
subject, he will be likely to reject applied music. 
If, on the other hand, he feels that the traditional 
limits of the degree should be extended to include 
vocational subjects, together with those usually com-
mitted to professional schools and those embodying 
primarily physical co-ordination, he will see no 
objection to welcoming applied music into the academic 
field. The writer is firm in the belief that the best 
interests of education and in general and of music in 
particular are not advanced by admitting to academic 
21 Archibald T. Davison, Iv!usic Education in America 
(New York: Harper Brothers, 1926). p. 103. 
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rank a subject so prone to discrepancies of procedure 
and standard, one whose content lies so clearly outside 
the area of connected and progressive thinking.22 
Other colleges and universities which modeled their curricu-
lums after the Harvard plan were the Universities of Penn-
sylvania, ~Uchigan, and Columbia with the women 1 s colleges 
of Vassar, Smith, and Wellesley following at a later date. 
Only a few months after Paine was made Professor at 
Harvard University, Hugh Archibald Clark v1as appointed 
Professor of the Science of Music at the University of 
Pennsylvania. As Paine, Clark received no formal salary 
but received some remuneration for selling tickets to his 
courses. The experiment, instead of lasting for three 
years as the authorities had originally planned, has con-
tinued until the present time. 23 Clarl{ began his music 
teaching by giving lectures on the Science of l~usic twice 
a week. These lectures included harmony, counterpoint, 
and composition with as much music history as was needed 
to illustrate the theory courses. 24 Although the Bachelor 
of l"usic degree was awarded for a time, applied music study 
was never encouraged. 
22Ibid., pp. 121-122. 
23vincent Jones, Music Education in the College 
(Boston: C. C. Birchard and Company, 1949), p. 5. 
24university of Pennsylvania Catalogue, 1877-78, 
p. 20. 
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Music received equal status with other subjects in 
many of the early women's colleges. When Wellesley College 
opened in 1876, Charles Morse, the first student to receive 
the Bachelor of l•lusic degree at Boston University, was 
listed as a non-resident teacher. 25 He gave instruction 
in vocal and instrumental music, and two years later, a 
"Five Years Musical Course" leading to the Bachelor of 
Arts degree was introduced. 26 Evidently, the course met 
with great success for the Catalogue of that year stated: 
It is deservedly popular and successful. The advan-
tages of combining the discipline of a thorough colle-
giate training with the refining influence of a scien-
tific musical education are evident, and this course 
is recommended to all who have musical talent. It has 
the additional advantage of enabling students to do 
the work with less pressure than any of the four-
years' courses.27 
Although the Music School was abolished in 1898, the 
Bachelor of Arts degree with a major in music has remained 
a part of the vlellesley curriculum. 
In 1880, the University of Michigan added music, and 
at the same time, the School of Music was established at 
Ann Arbor. Courses were given in the science and practice 
of choral music as well as in the science of harmony, and 
25VJellesley Colle~e Catalogue, Record Number, 1942, 
p. iiii. 
26wellesle~ Coller,e Catalogue, 1877-78, p. 19. 
27vlellesle~ Colle~e Catalogue, 1878-79, p. 24. 
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credit was given toward the Bachelor of Arts degree. Later 
courses could be taken at the Music School although not more 
than t\'10 hours of credit in music could be earned in a 
semester. Credit was given for advanced work in piano, 
organ, violin, and voice "under conditions to be learned 
upon application." 28 However, in addition to the faculty 
of the ~lusic School, the University continued to support 
a few music instructors of their own. 
By means of the Robert Center Fund for Instruction 
in Husic, a department was established at Columbia Univer-
sity on May 4, 1896. The purpose was defined as follows: 
The courses in this department fall into bw divi-
sions: technic of musical composition, and general 
musical culture. The aim of the teclmical courses 
is to teach music theoretically and scientifically 
with a view to training musicians competent to teach 
and to compose. In the general courses, music is 
treated historically and aesthetically as an element 
of liberal culture; the technical side of the art is 
explained and the lectures are supplemented by illus-
trations, analysis and some practical class work, such 
as cultivation of the sense of pitch, rhythm, and 
musical dictation. All the courses are given at 
Carnegie Music Hall. 
Taught by Edward Alexander ~1acDowel1, Mus. Doc. 
Prof. 2':J 
28Rose Yont, The Value of Music Education (Boston: 
Richard G. Badger, 1'9Tii"), p. 155, citing University of 
Michigan Catalogue, 1905. 
29columbia University Catalogue, 1896-97, p. 110. 
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Edward l'~acDowell became the first Professor of Husic 
at Columbia, and credit in music was given toward the 
Bachelor of Arts degree. Because music for credit was 
new at the University, HacD01vell, like Paine, met with 
much opposition. IllcWhood, a student of JvJacDoviell' s and 
later a faculty member at Columbia University, summed up 
MacDowell's episode at Columbia by saying: 
.•• he came to Columbia hesitatingly, in 1896, in 
a dream dedicating his life and his art to the uplift 
of his fellow-countrymen; he left Columbia, hesitat-
ingly, eight years later, conscious that his dream had 
not been fully realized. And yet his spirit, working 
through many channels, leads on and on; and the time 
shall yet come; we believe, when his dream will be 
fully realized and his sacrifice will not have been 
made in vain,::SO 
On March 5, 1906, two years after NacDowell had left 
Columbia, a Music School was established, and the Bachelor 
of Music degree was offered. 31 This School included the 
original music department and the music department at 
Teachers College. However, by 1914, a separate music 
department was established at Columbia College with music 
counting toward the Bachelor of Arts and Bachelor of Science 
degrees.32 Courses were offered in theory and music history 
30Leonard B. Hc\Vhood, "Edward MacDowell at Columbia 
University," Music Teachers National Association Volume of 
Proceedings, Series 18 (1923), p. 77. 
3lcolumbia University Catalogue, 1906-07, p. 308. 
32columbia University Catalogue, 1916-17, Department 
of li!usic Announcement, p. 4. 
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with separate sections in history for Homen. These classes 
were taught by Daniel Gregory Mason, the grandson of Lowell 
[•Jason. 33 Applied music study was available at the Teachers 
College and the Institute of Musical Arts. However, after 
July, 1916, the Bachelor of Science degree was no longer 
given in music at Columbia College.34 Barnard College, 
the women's college at Columbia University, shared the 
same music department Iii th Columbia Colle,se and offered 
a similar music program. 
Though Vassar, Smith, and V/ellesley originally 
offered diplomas and degrees in music, by the beginning 
of the twentieth century, the Music Schools were abolished, 
and music became a part of the regular collegiate studies. 
As a result, these colleges granted the Bachelor of Arts 
degree. 
Colleges and universities which included a Liberal 
Arts College and a School of Music or Conservatory often 
practiced reciprocity in granting credit for music and 
academic subjects. Oberlin \'las an early exar:~ple of this 
relationship. In 1906, King, the President of Oberlin 
College, explained the program by saying: 
33rbid. 
34columbia University Catalogue, 1916-17, p. 19. 
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• • • the college for a number of years has definitely 
recognized musical work as a proper element in the course 
leading to the Bachelor of Arts. Credit to the amount of 
a third of a year's work is given for courses in Harmony 
and for other courses in music of a degree of advancement 
sufficient to be counted in the last two years of the 
Conservatory course leading to the degree of Bachelor 
of Nusic. In addition to this third of a year, credit 
is also given for the strong courses in Musical History 
and Criticism given by Professor Edward Dickinson.35 
Shortly after the opening of the Eastman School of ~Iusic in 
1921, the College of Arts and Sciences of the University of 
Rochester allowed forty-two hours of music credit toward 
the Bachelor of Arts degree with a music major. Theory and 
') ,~· 
applied music study were desirable, however • .:>0 
A similar plan was effected by independent music 
schools and liberal arts colleges. As was previously 
stated, Harvard University allowed credit toward the 
Bachelor of Arts degree for music study at the New England 
Conservatory of Music. Goucher College, likewise, allowed 
credit for music study at the Peabody Conservatory of 
~1usic. As early as 1906, the University of Pennsylvania 
had an agreement with the Coombs Conservatory of Music by 
which candidates for the Bachelor of fllusic degree at the 
University of Pennsylvania could have their vwrl{s played 
35Henry Churchill King, 11 Address of ',ielcome," f.lusic 
Teachers National Association Volume of Proceedings, Series 
l (1906 ), 11 . 
.,, 
J
0 University of Rochester Catalogue, 1926-27, 
pp. 15"(-158. 
by the Conservatory Symphony Orchestra as well as attend 
all lectures and recitals of the Conservatory.37 
Thus, about forty years after John Knov1les Paine 
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had succeeded in gaining credit for music study in college, 
music became an accepted discipline. In writing about the 
change in attitude toward the music of the time, Baltzell 
\'/rote in the Musical Quarterly of 1915: 
At the present time !Vfusic has a recognized place in 
the curriculum, and the various courses offered receive 
ample credit toward the Bachelor of Arts degree. When 
one surveys these changes in music education in relation 
to American colleges and universities for men he cannot 
but feel that they are wonderfully significant of a 
change in attitude toward the fine arts in the lives 
of the American people. 
Throughout the development of music as a major field 
in the Bachelor of Arts degree program, historical and 
theoretical subjects have been accepted ·,'/ithout question. 
Varying attitudes toward credit for applied music have 
evolved. Some colleges have offered no credit although 
some performing ability was usually required. Other col-
leges permitted full credit for applied music study while 
some granted credit if theory was studied simultaneously. 
Harvard College allowed no credit for applied music study. 
Some performance ability, however, was required, for in 
1957, the Catalogue stated: 
37Yont, ~· cit., p. 120. 
38vlinton J. Baltzell, "The American College /llan in 
l"lusic," /llusical Quarterly, I (1915), p. 624. 
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Intending concentrators in Music are given an exami-
nation to test their competence in piano playing and 
sight reading. Those deficient in either are given 
instruction in piano during Sophomore and Junior years 
under the Basic Piano program. . • • The Basic Piano 
requirement~9must normally be met by the end of Junior year. . . . 
Other colleges, such as Bryn Mawr, Newcomb, Radcliffe, 
Wellesley, and the Universities of Chicago and California 
at Berkeley, folloHed a similar plan. 
As was mentioned previously, Oberlin, the University 
of Nichigan, and the University of Rochester gave credit 
for applied music study. Colleges, such as Smith, Vassar, 
Wellesley, and Mills, in addition to the Universities of 
North Carolina, Syracuse, and Yale, also accepted credit 
for individual instruction in applied music when parallel 
theory courses were required. 
In a study of the 462 member colleges of the Asso-
ciation of American Colleges in 1934, it was found that 
130 institutions offered no courses in applied music. 
Of the remaining 327, 191 (58.4 per cent) accept Applied 
tllusic for the Bachelor of Arts degree with Music as a 
major or the field of concentration. Thirty-five others 
(10.7 per cent) which offer courses in Applied Music 
make no definite statement on this point in the cata-
logue. One hundred and one colleges (30.9 per cent) 
either credit no vrork in Applied Nusic toward a major 
in ~1usic, or offer no major in Music. 40 
39Harvard College Catalogue, 1957-58, p. 232. 
LroRandall Thompson, College IV!usic (New York: The 
~lacmillan Company, 1935), p. 250. 
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Randall Thompson found in a study of thirty institu-
tions of higher learninc in 1932-33 that the percentage of 
credit for applied music ranged from no credit to 21.7 per 
cent of the total hours required. The maximum allowance 
vias found at the University of Iowa where more than one-
fifth of the requirements for the Bachelor of Arts degree 
could be completed in applied music study. The average 
for colleges allowing credit in applied music study was 
about 8 to 10 per cent of the total hours required for 
the degree.4l 
The number of subjects in music per~ili tted for credit 
toward the Bachelor of Arts degree varied widely. Peter 
Dykema, in describing a study done by the Research Council 
of the Music Supervisors National Conference and the 
National Bureau for the Advancement of l1 usic in 1929, said 
that of 592 institutions investigated, 368 colleges and 
universities accepted some college courses in music for 
credit. About 20 per cent of the total number of required 
credits for the Bachelor of Arts degree were permitted in 
music in the music minor program and 35 to 40 per cent of 
the total number of required hours were allov1ed in the 
. . 42 
mus1c maJor program. 
41
rbid., pp. 12-13. 
42Peter W. Dykema, "The Attitude of Colleges TO\vard 
Music," Music Supervisors National Conference Yearbook, 
Volume 22 (1929), p. 49. 
Based on his study of music in thirty colleges, 
Randall Thompson said: 
Credit requirements for a major vary vliclely in dif-
ferent collebes. The mechanical administration of 
credit is very far from standard, and comparisons are 
difficult, if not impossible. It may be taken as a 
loose generalization, however, that a major represents 
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a concentration of something like a third of a student's 
efforts upon one field, the remainder of his energies 
being devoted to required courses of general applica-
tion and to electives balancing or supplementing his 
specialized studies. 
10 • • • • • • • • • • • • • • • • 
Credit requirements for the lfiusic major in the 25 
subject institutions which offer it range from 14 per 
cent (minimum) of the total credits required for an 
A. B. degree to 52 per cent (maximum allol'ied). The 
average of the minimum requirements in the same 
institutions is 25 per cent, and the average of the 
maximum permitted concentration is a little over 30 
per cent. These averages are only roughly signifi-
cant, partly because of the difficulty of comparison, 
and partly because of the widely divergent practices 
of a few of the institutions considered. It is, of 
course, a matter of internal college policy to deter-
mine the extent of concentration required or permitted, 
and to define the elements which shall be considered 
as factors in it. In practice, the work in a major 
is much more nearly constant than these figures sug-
gest, and may be efltimated as generally arnounting to 
30 or 40 per cent. f3 
Vincent Jones found in a study of 40 music major 
programs leading to the Bachelor of Arts degree or the 
Bachelor of Fine Arts degree that 46.7 per cent of the 
total courses were required in non-music courses v;hile 
53.3 per cent were permitted in music courses. Jones 
43Thompson, 2£· cit., p. 133. 
recommended that 60 per cent of the studies in the music 
major program for the Bachelor of Arts degree shoulcl be 
in academic subjects and the remaining 40 per cent should 
be in music subjects.44 
Professional music organizations and accrediting 
agencies have worked towards standardizing the Bachelor 
of Arts degree as well as recommending that applied music 
study be accepted for college credit. The influence of 
these organizations will be discussed in a later chapter. 
In summary, music as an accepted college study was 
slow to enter the curriculum because of the conservatism 
of the early colleges and because the prevailin;:; theory 
of mental discipline included literary, scientific, 
philosophical, theological, or linguistic studies. As 
a result of the influences of a changing concept of a 
"liberal'' education, the surge of cultural interests, the 
rise of professional and accrediting organizations (to be 
discussed in a later chapter), and the pioneering efforts 
of musicians themselves, music was again accepted into the 
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liberal arts curriculum. Applied music study, however, was 
not granted college credit when Paine introduced theory and 
rJusic history courses at Harvard University in the nineteenth 
century. Requirements for applied study in music and the 
44 -Jones, ~· cit., pp. l75-l7o. 
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amount of music study permitted towards the Bachelor of Arts 
degree have continued to vary widely except in accredited 
schools. 
The Bachelor of Arts degree has evolved as a non-
vocational degree in many schools with the purpose of giving 
the individual breadth of interests and enlargement of the 
spirit. It is to develop a man who has a clear, conscious 
view and his own opinions and judgments and who is able to 
see things objectively. The music program in the liberal 
arts college functions Vii thin this philosophy. l1any 
variants in content obviously exist. 
In contrast to the Bachelor of Arts degree, the 
Bachelor of Science degree is largely vocational, and the 
development of this degree in music will be discussed in 
the succeeding chapter. 
CHAPTER VI 
THE DEVELOP!·1ENT OF MUSIC AS A MAJOR FIELD 
OF STUDY IN THE BACHELOR OF SCIENCE 
DEGREE IN THE UNITED STATES 
The seeds for the Bachelor of Science degree Hith a 
raajor in music were planted by the German Pietists and the 
"singing schools" of the colonies. As interest in music 
and music reading gained impetus and as music was introduced 
into the public schools, more music teachers and better 
methods were needed. Conventions and summer school pro-
gra~.Js led to the introduction of professional courses in 
many colle;;es and universities and, in particular, schools 
and departments of education. Within the last half-century, 
the Bachelor of Science degree with a music major has repre-
sented a vocational degree or a degree for the preparation 
of the music teacher in the public schools. The purpose of 
this chapter is to describe the evolution of' music instruc-
tion as a major field of study for the Bachelor of Science 
degree. 
I. MUSIC TEACHING IN EARLY AHERICA 
One of the earliest groups to ;;ive music instruction 
in the colonies was John Kelpius and his con;;;regation of 
German Pietists. This group of Jllennonites, Jl'ioravians, 
Lutherans, Reformed, and Dunkers first settled along the 
Hissahiakon River near Philadelphia. In 1694, they 
152 
organized schools in order to teach music to their children. 
The [',\oravians gradually settled in Salem, North Carolina, 
and Bethlehem, Pennsylvania, and in 1744, they formed a 
Collee;ium 11usicum Vlhich later led to the organization of 
the !VIusical Fund Society. The Collegium I•lusicum performed 
orchestral, chamber, and choral music by composers, such 
as J. C. Bach, John Stamitz, Haydn, Boccherini, Handel, 
and Nozart, as well as music by their own composers. 
By the beginning of the seventeenth century, "sing-
ing schools" were organized in the New England Colonies. 
These "singing schools" v1ere public classes where ins true-
tion in reading music was given by an itinerant singing 
master. Classes, which were taught once or twice a week, 
continued for one or two months. At the completion of the 
session, a concert was given. Because the local minister 
was generally asked to give an appropriate sermon, the 
concert was referred to as the ''singing lecture." 1 
The earliest reference to the New England singing 
school vms in the Boston News Letter of April 12-19, 1714. 
l Allen P. Britton, "IIJusic in Early American Public 
Education: A Historical Critique," Basic Concepts in Nusic 
Education, Fifty-seventh Yearbook of the National Society 
for the Study of Education (Chicago: University of Chicago 
Press, 1958), p. 201. 
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An announcement appeared stating that James Ivers had set 
up a boarding-school, and in addition to other subjects, 
0 
"singing Psalm tunes" was to be taught,'- In 1720, Rev. 
Thomas Symmes published an essay, The Reasonableness of 
Regular Singing £E. Singing by Note. In this work, Symmes 
described the music at Harvard College and "Ree;ular 
Singing" by saying: 
It was studied, known and approved of in our College, 
for many years after its first founding. This is evi-
dent from the Musical Theses which Here forr.1erly 
printed, and from some writings containing some tunes, 
Hith directions for singing by note, as they are now 
sung; and these are yet in being, though of more than 
sixty years standing; ••• 3 
The succeeding year, Cotton Mather preached about singing, 
and as a result, a "Society (of) persons learning to sing, 
began a quarterly solemnity ••. n4 In 1721, the third 
edition but the first available edition of Rev. John Tufts' 
book, A Very Plain and Easy Introduction to the Singing of 
Psalm Tunes was published; Thomas \'/alter of Roxbury, like-
c; 
vlise, published a textbook of church tunes.--' These oblong 
books were referred to as "tune books," and the music was 
normally printed without the text since this was easily 
2Ibid., p. 203. 
3Gilbert Chasco, America's Music (New York: lilcGraw-
Hill Book Company, Inc., 1955), p. l3. 
4Britton, loc. ~· 
5chasco, ~· cit., p. 25. 
available from the Bay Psalm Book. 1:/ith Boston as the 
leader, the "singing schools" and "tune bool{S" spread to 
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Charlestown, New York, and Philadelphia, and later through-
out the country. 
A third "music school," which led to the foundation 
of music in the public schools and later influenced music 
programs of institutions of higher learning, v;as the Boston 
Husic Academy, founded by Lowell ~las on and a group of 
public-minded citizens in 1833. 1:/hen Mason came to Boston, 
he Has desirous of raising the standards of the teaching in 
the singing schools and of improving the quality of church 
singing. At this time, he met William C. \'/oodbridge who 
had just returned from Europe where he had learned about 
Pestalozzi 1 s new methods of teaching. Inspired by Wood-
bridge and his new ideas, Mason and his associates founded 
the Boston Academy of l'lusic, the "first school of music 
c 
pedagogy in the United States."0 The Academy was open to 
adults and children, and instruction was given in singing, 
harmony, methods of teaching, and conductinc:;. The school 
carried on an extensive correspondence 1'1i th educators in 
many states, and its influence was shown by the statement 
from the Annual Report of 1835 which read: 
0Edward Bailey Birge, History of Public School 14usic 
in the United States (Byrn Mawr: Oliver Ditson Company, 
1937), p. 2o. 
Letters have been received from persons in Georgia, 
South Carolina, Virginia, Tennessee, Ohio, Ivlaryland, 
New York, Connecticut, Vermont, Nev1 Hampshire, and 
Haine, besides many individual societies in Ivlassachu-
setts asking for information relative to measures 
v1hich they ought to adopt in order to introduce music 
as a branch of education into the community where they 
live. 7 
The success of the Academy led to the introduction 
of music into the public schools of Boston in 1838 under 
the leadership of Lowell Ivlason. Since the Boston School 
Board neglected to allow funds for Mason's salary, he 
taught for a year without remuneration. The program 
proved successful, however, and music was justified as a 
regular school subject because of its intellectual, moral, 
and physical values. Buffalo, Charleston, and Cincinnati 
also introduced music into their public sci:1ools about this 
time and, in 1869, Julius Eichberg taught ti:1e first music 
classes in a Boston high school. By the early part of the 
twentieth century, instrumental pro;rams and music appre-
ciation courses were introduced into the public schools. 
t,lusic programs in the public schools have continued to 
expand and to improve. 
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II. THE RISE OF 1-IUSIC IN THE BACHELOR OF SCIENCE DEGREE 
The early "singing schools" created a desire for more 
advanced instruction in music. As these groups gained 
7Ibid., PP· 57-58. 
momemtum, conventions gradually developed, Under the 
leadership of Henry E, Moore, the first singing school 
conventions began in Concord, New Hampshire, in 1829. 8 
Other cities and towns joined in organizing similar con-
ventions. These conferences showed the value of group 
discussion, the power of a magnetic lecturer or teacher, 
and the stimulation of a large group sin:;ing 1·1i th an 
inspiring leader. 
As a result of the interest in singing schools, in 
1834, Lowell Mason published his Nanual of Instruction for 
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the Boston Academy of lilusic, This book beca:.1e the handbook 
for many singing school teachers. Two years later, ~1ason 
organized a convention at the Academy where discussion and 
lectures were held with hundreds of people from near and 
far in attendance. Soon the typical convention pattern 
became a session of four days with three sessions a day, 
Lectures on methods of teaching, open discussions on pro-
blems, classes in the study of psalmody, harmony, and voice 
culture Here included. Usually, the evening meeting was 
devoted to choral practice v1hich culminated in a concert 
at the end of the convention. In 1840, the Academy Con-
vention became the "National filusic Convention," and from 
this time, singing school o:;atherings multiplied rapidly. 
8Ibid., p. 26. 
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The J'ilusic Convention "became our first national school of 
music pedagogy, harmon;y-, conducting and voice culture. 119 
The singing school movement, v1hich reached its 
peak between 1840 and 1870, reached as far west as the 
!·Us sis sippi River and as far south as Virginia. As the 
convention movement spread, two fields of interest, peda-
gogy and choral, developed. This, in turn, led to the 
development of the normal institute which ran for several 
weeks. Lowell J'ilason, one of the originators of the insti-
tute program, held a session in New York City in 1851 which 
continued for three months. 10 
Contrary to the singing school convention, the normal 
institutes became largely pedagogical. Courses were offered 
in methods, theory, voice, and piano. Some of the outstand-
ine; teachers were Hilliam J'ilason, William H. Sherwood, 
Frederick W. Root, l'l. S. B. J'ilathews, and Julia Ettie Crane. 11 
These sessions were held in the summertime and came to be 
lmown as music institutes or conventions. 
After the 1870's, the singing school movement began 
to die out, and music teaching in the public schools increas-
ingly emphasized music reading. The demand for skilled 
9Ibid., p. 27. 
10Ibid., p. 31. 
llibid., p. 32. 
instructors of music in public schools led to the rise of 
several "schools" for training teachers. In 1884, the 
first summer school exclusively for music teachers was 
held at Lexington, Hassachusetts, with Hosea Holt as the 
director. Two years later, the National Summer School of 
Ivlusic was begun in Boston with Luther Hhi ting Flason, 
N. Lincoln, C. R. Bill, George A. Veazie, 0. B. Brown, 
s. H. Hadley, J. B. Sharland, Henry G. Carey, and 
Leonard B. Harshall on the faculty.l2 A western exten-
sion of this school was opened in 1903. Both schools 
were maintained by Ginn and Company. Silver Burdett and 
Company started an American Institute of Normal I1ethods 
at Lake Geneva, vlisconsin, under the leadership of Hosea 
Holt in 1889. This institute became a continuation of 
Holt's Lexington Summer School. With Thomas Tapper as 
the leader, the American Book Company opened a Ne\'1 School 
of Iv!ethods in Chicago, and several years later, Walter 
Aiken and Hollis Dann were added to the faculty. In 1892, 
the Thomas Normal Training School at Detroit gave year-
round training with the Crosby Adams School in Chicago 
following. 13 
12Ibid., p. 134. 
13Ibid., pp. 134-135. 
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Although the normal schools were generally not 
prepared to give teacher training in music, the publish-
ing companies, who often had outstanding music teachers 
to \'/rite music courses for their books, did much to 
further the methods of music teaching. High standards 
were :naintained by these companies. In fact, Birge said: 
Though these schools v1ere each devoted to teaching 
the pedagogy of a particular method, their general 
atmosphere was by no means commercial. Their educa-
tional level was high, and one may wonder how thousands 
of music teach~rs v10uld have received adequate training 
Vlithout them.l 
One of the values of the summer school was the 
exchange of ideas and comparison of educational theories. 
Leading music supervisors exemplified the methods advocated 
by each school; methods were explained in detail. \·lhile 
chorus singing played a large part in the summer sessions, 
instruction was given in the handling of classes, the art 
of song leading, and ways in which to work 'iii th children's 
voices. This movement prepared the vmy for the organiza-
tion of later music teachers' organiza'cions. 15 
The Chautauqua Institute, an out;_;rowth of' the summer 
school teachers association, was established in 1874. Eben 
Tourjee, Luther Whitin;; ~lason, and Julia Crane lectured on 
14Ibid., p. 133. 
l5Ibid., pp. 133-134. 
teachinc; music in the public schools, and in 1905, a 
department of public school music was added. 1° From 
1917 until 1924, under the direction of Howard C. Davis, 
a certificate for three years of summer work was given. 
The program was recognized by the Board of Regents of 
New York State on an equal basis v;ith any approved uni-
versity or college session. When Hollis Dann became 
director from 1925 until 1930, credit was applicable to 
the university degree. 17 
Through the efforts of Hollis Dann, college credit 
was given for a six Heeks summer course in music at 
Cornell University in 1907 for the first time. 18 Dann 
began his work at Cornell as conductor of the Cornell 
Glee Club, and in 1896, became a member of the faculty of 
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the New School of !1ethods in Public School Husic. In 1903, 
the trustees of Cornell University arranged \lith Dann to 
devote part of his time to class instruction at the Univer-
si ty. A local paper aslced Dann to outline his plans because 
college credit in music was a rare event. Dann explained 
his program by saying: 
16Eugene vi. Troth, "The Teacher-Training Program at 
Chautauqua Institution, 1905-1930," Journal of Research in 
[i[usic Education, IX (Spring, 1961), 37. 
l7Ib · , 
__2:.9... ~ pp. 43-45. 
. ~ ~., p. 218. 
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Naturally, I must blaze my way at first. Though the 
goal I seek is plain in my mind, the path must be opened 
with care, for no one has showed the way, particularly 
in the University. 
My general object is to promote an interest in :nusic, 
and a knowledge and appreciation of the great art. I 
v:ant to promote this interest and knowledc;e and appre-
ciation not only among the student body but also in the 
University as a whole and in the City in general.l9 
Four years later, Dann wrote: 
In the present scheme of education the development 
of the intellect is made not only the paramount consi-
deration, but too often the sole aim. The aim of the 
Department of Music at Cornell is to present music as 
a culture study rather than as a technical one; to 
train men and women to love and appreciate the best 
music rather than to attempt to give them ourely 
theoretical training •••• 20 · 
In 1906, Dann was made a professor and head of the music 
department. The same year, President Davis of Cornell 
University, bestowed the Doctor of Music degree on Dann 
with these words: 
You have contributed largely toward taking music from 
its isolation as a fine art, and placing it upon a 
pedagogical basis in the public schools and further 
still in making it take rank in the University cur-
. l c:l r1cu um. . . . 
l9Reven s. DeJarnette, Hollis Dann: His Life and 
Contribution to Music Education (Boston:- C.~ Birchard 
Company, 1940~ p. 19, citing Ithaca Daily Journal, 
October 16, 1903. 
20Ibid., citing The Cornell Uni versi t;,r !l!usic Festival, 
Cornell Era, Vol. XL, p. 309. 
21Ibid., p. 34, citing Alfred University Yearbook, 
1905-06, pp. 71-72. 
The work of Hollis Dann at Cornell University had an impor-
tant and widespread influence on other music institutions 
of the time. 
In 1884, the same year in which the first summer 
school for music teachers was held at Lexinc;ton, the first 
normal music school vras founded by Miss Julie Ettie Crane. 
This"was the first school in the country desi;;ned to prepare 
music teachers in connection with a Normal School. " 22 A 
special diploma was e;ranted by the State to graduates of 
the Crane Normal Institute. 23 In a report of the Corres-
pondence of the !ilusic Teachers National Association in 1888, 
Root wrote about Julie Crane's work at Potsdam as follo1·1s: 
Hiss J. Ettie Crane, of the State Normal School, 
Potsdam, New York, describes an experiment of teaching 
their Normal pupils some good method for public school 
music and affording them the opportunity of teaching 
it in a trailling school for a year or so before 
graduation. 2 
The Crane Normal Institute continued to be a leader in the 
education of the music teacher, and in 1926, the Crane 
Institute was incorporated as a major department of the 
Normal School. Five years later, a four-year course 
at 
22state Universitf of New York College of Education 
Potsdam Catalogue, l9ol::02:--IJ.l2. 
23Birge, ££· cit., p. 139. 
24Frederic W. Root, ''Report of Correspondence with 
~1embers of the ~1usic Teachers National Association," Busic 
Teachers National Association Official Report (1888), p. 133. 
leading to the lf!usic Supervisors Curriculum was offered, 
and in 1942, the Normal School became a State Teachers 
25 College offering the bachelor's degree. 
Although most state normal schools were giving 
instruction to grade teachers by the turn of the century, 
not until the normal schools changed to collegiate rank 
did they start to train music supervisors. From 1910, 
the drift of supervisory training followed Julie Crane's 
model at Potsdam and moved in the direction of the normal 
schools and universities. Describing the need for music 
teachine; in the normal schools, Hollis Dann wrote in 1913: 
The nation can become truly musical only through 
its schools. The schools can be effective in teaching 
music only through teachers trained in the elements of 
the language and the art. The teachers cannot get the 
training unless the subject in the Normal and Training 
schools is in~charge of experienced and superior 
instructors,2o 
By the twentieth century, higher standards were 
required for teachers, and many became met",Jbers of profes-
sional organizations. As a member of the music section 
of the National Education Association, Francis Clark cam-
paigned for better educational opportunities for music 
2c; ~state University£[ New York College of Education 
at Potsdam Catalogue, l9bl-b2, p. 13. 
26Hollis Dann, "lJiusic in the Normal School," !11usic 
Supervisors National Conference Yearbook, Volume 6 (1913), 
p. 53. 
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teachers. At a meeting of the fllusic Teachers National 
Association in 1909, she described the undesirable posi-
tion of the music teacher's educational opportunities by 
saying: 
The position of the music supervisor in the schools 
has not been an enviable one, she bein:; often regarded 
as neither teacher nor musician, and cast into outer 
darkness by both camps. Our colleges have offered 
no opportunities for a musically inclined pupil to 
specialize in that direction, and at the same time 
pursue his way toward a degree. The result is that 
we have very few college trained supervisors. The 
music-schools and conservatories have been prone to 
dispose of their weaker products by turning them in 
the direction of school music, regardless of the 
fact that in many cases there was no particular bent, 
no literary preparation for teaching, and not the 
remotest knowledge of educational processes. The 
educational world has turned a cold shoulder tov;ard 
such specialists, while the musical profession has 
added to the confusion by haughtily tiptilting its 
artistic nose at those somewhat musically gifted 
pedagogues who sought to climb to Olympian heights 
by way of the singin~ school, the convention, the 
summer school, etc.2r 
Another organization which did much to further the 
educational opportunities for music teachers was the Music 
Supervisors National Conference. Since the National Educa-
tion Association meetingfur the year 1907 was to be held on 
the coast, a group of music educators decided to meet in 
the mid-west. With E. Cogswell, Frances E. Clark, and 
P. C. Hayden in charge, a meeting was held at Keokuk, Iowa. 
27Frances E. Clark, "The Husic Section of the N.E.A.," 
Music Teachers National Association Volume of Proceedings, 
Series 4 (1909), 153. 
Hayden demonstrated some of the new methods he had been using 
in the public schools, and discussions about authorized ver-
sions of national songs were held. Of the 164 members who 
attended the meeting, 69 became permanent members. Sixteen 
states were represented. In speaking of the importance of 
the meeting, Birge wrote: 
For this gathering was the nucleus of the ~lusic 
Supervisor's National Conference, an organization 
which, with its allied conferences has become the most 
important fac~gr in the twentieth century progress of 
school-music. 
In 1910, the group adopted the name, lv'lusic Supervisors 
National. Conference, and in 1932, the name was changed to 
the l•lusic Educators National Conference. 
Shortly after its origin, the !Vlusic Supervisors 
National Conference became a powerful ore;anization in cam-
paigning for better education for music teachers. From 
the time of World War I until the organization of the 
National Association of Schools of Music, many addresses 
were given at the annual meetings stressing the need for 
better educational opportunities for music supervisors. 
Otto Miessner, an active member of the Music Supervisors 
National Conference for many years, said in describing 
the responsibility of the music supervisor: 
28Birge, 2£· cit., p. 245. 
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When the state assumes the responsibility of caring 
for the musical training of its youth, our reputable 
private music teachers may be taken into the school 
system, where they will fare better for having a 
regular income and for being in touch with education 
along other lines. There will be greater opportunities 
for artist teachers than ever before, because more and 
more people will come to love and to value music. Con-
servatories of music will then bear the same relation 
to the music departments of our state institutions as 
other private schools and colleges, such as Smith and 
Vassar, Yale and Harvard, now bear to our state insti-
tutions.29 
Likewise, Julie Crane was influential in working for better 
training for the music supervisor. In 1919, she said: 
I am ready to insist that nothing is more important in 
the training of the Nusic Supervisor than opportunities 
which teach him the needs of the school and how to 
co-operate with the other officers and teachers to 
supply these needs: opportunities which teach him 
how to sacrifice self for the general good, as well 
as how to insist upon the proper recognition of music 
that it may hold its place as an essential element in 
education and not be a sidetrack leading nowhere and 
w~th og vital contact with the real purpose of educa-
t~on.j 
Another area which had been neglected until around 
1918 was the training of the instrumental super·visor. In 
describing the situation in 1921, David Mattern said: 
The private teacher who takes 
teaching after school hours as a 
not hope to approach ideal work. 
up instrumental class 
mere "side line" can-
He is merely an 
29otto W. IV!iessner, "What Music Supervisors Can Do To 
Secure a Recognized Place in Education for rvrusic, II [•Jusic 
Supervisors National Conference Yearbook (1918), p. o7. 
30Julia E. Crane, "The Training of the ~lusic Super-
visor," Husic Su~ervisors National Conference Yearbook 
(1919), p. 8 . 
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appendix attached to the public school system. He does 
not appreciate school problems, and it is hard for him 
to catch the school spirit. He does not belong to the 
teaching brotherhood. I know that this is just the 
trouble with the instrumental music situation in many 
schools.3l 
Leaders in the Music Supervisors National Conference 
continued to express their views about requirements for the 
music teacher. In 1924, Richard Seibold outlined a four-
year course for the instrumental teacher. He su~gested 
that courses cover the five areas of instrumental classes, 
instrumental, vocal, band, and orchestral methods; basic 
music, such as theory and history; the educational sciences, 
such as psychology and the philosophy of education, plus 
academic studies, such as English, public speaking, 
philosophy and literature.32 In addition to subject 
matter, Aagot Borge felt that the music teacher should be 
evaluated in the light of any other teacher except the 
nature of music must be kept in mind. He furtner stressed 
that the personality, training, teacnin:..; techniques, know-
ledge, and sociability of the teacner were important 
3lnavid E. Mattern, "The Training of the Instrumental 
Supervisor," Music Supervisors National Conference Yearbook 
(1921), p. 99. 
32Richard Seibold, "Conservatory Training for 
Teachers of Instrumental ~lusic," Music Supervisors National 
Conference Yearbook (1924), p. 304. 
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principles to consider in measuring and evaluating the work 
of the school music teacher.33 
In addition to lectures which were given at the 
annual meetings of the tftusic Supervisors National Confer-
~' the National Research Council of the l'lusic Supervisors 
National Conference made studies of existing problems. In 
1921, the Council recommended and received the approval of 
the ~1usic Supervisors National Conference for the following 
curriculum for the music teacher and the music supervisor: 
A. Standard Four Year Course leading to Permanent 
Certification for Teachers of College Accredited 
Courses in High Schools and for Supervisors of 
IvJusic. One hundred and twenty semester hours 
distributed as follows: 
l. General Cultural: 
English; Composition, Literature and 
Speech . . . • . . . . . • • . . . . 10 hours 
Electives chosen from various fields in 
accordance with interest of students; 
languages, social science, pure science, 
mathematics, art, psychology, philosophy 
and so on . . • . . • • . . . . . . . . 20 hours 
30 hours 
2. Education: 
Courses chosen from among various 
offerings such as Educational Psychology, 
Principles of Teaching, Secondary Educa-
tion, Tests and Measurements, History of 
Education, Supervision, and so on 
Courses dealing with the Teaching of 
Music, including Supervised Practice 
Teaching . . . . . . . . . . . . . . 
15 hours 
15 hours 
30 hours 
33Aagot Borge, "Further Steps in the Training of the 
Supervisor," Music Supervisors National Conference Yearbook 
( 1)26)' p. 164. 
3. Theory of 1·1usic and Musical Art: 
Sight-singing and notation; Ear-training 
and l'lelodic Dictation; Harmony, includ-
ing Keyboard Harmony • • . • • • • 
History and Appreciation of !Viusic, 
Aesthetics, Form and Analysis 
Choral and Orchestral Conducting 
Orchestration and Orchestral 
Instruments . . . . . . . . . . . 
Electives chosen from advanced courses 
in any of the above or such other sub-
jects as counterpoint, composition, 
eurhythmics, acoustics, and so on • • 
4. Applied Music: 
A major according to student's chief 
interests, Voice, Piano, Violin, Pipe 
18 hours 
~ 
o hours 
2 hours 
o hours 
8 hours 
40 hours 
Organ, or Orchestral Instrument • • • • 12 hours 
A minor chosen from a field other than 
major or divided between two fields • 20 hours 
A minimum of four hours in voice must 
be included. 
Note a.) It is understood that a course 
in Applied Husic carrying two hours of 
credit will require at least one thirty-
minute private lesson per week and from 
five to six hours of weekly practice. 
A course carrying four hours of credit 
will require two thirty-minute private 
lessons per week and from eight to 
twelve hours of weekly practice. 
5. Musical Ensemble: 
Evidence of membership in chorus, orchestra, 
band or other forms of choral or instrumental 
ensemble taken as required part of college 
course, either as collateral to the work as 
a whole or in credit bearing courses. Work 
to have been carried through at least two 
college years. 
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Note b.) At the discretion of the institution 
concerned all or any portion of the eight hours 
of electives listed under Item 3 above, Theory 
of ll!usic and r~usical Art, may be transferred to 
Item 4, Applied Ivlusic, or Item 5, J'ilusical 
Ensemble. 
Note c.) It is recommended that a portion of 
the work in Piano be devoted to such perfor-
mance as reading accompaniments at sight, 
making transpositions from one key to another, 
improvising accompaniments to a melody and 
such other performance as is likely to enter4 into the work of a teacher of school music.3 
By 1929, seven states were requiring four years of college 
study for the music teacher.35 
Although music credit may have been accepted toward 
the Bachelor of Science degree, the music major within this 
degree program developed in a manner similar to that of the 
program in the Bachelor of Arts degree. Perhaps the 
earliest college to offer the Bachelor of Science degree 
with a music major was Teachers College of Columbia Uni-
versity. In 1901, the Bachelor of Science degree was 
a1varded for four years of study. The subjects of the 
Collegiate Course, En0lish, German, French, mathematics, 
fine arts, physical science, and education, plus two years 
of work in music, which led to the College Diploma, were 
34••state Certification of Teachers and Supervisors 
of Public School Ivlusic{" ll!usic SuBervisors National Con-
ference Yearbook (l929J, pp. 27-2 • 
35~., pp. 19-25. 
171 
required.36 Nine years later, the catalogue announced the 
Bachelor of Science degree with a "Major in the Teaching 
and Supervision of Technical Subjects." [1Jusic was included 
as an area of specialization in this program, while courses 
were given in the teaching and supervision of school rnusic, 
the teaching of piano, voice, and violin, and in choir 
training and organ work.37 In 1925, the music department 
was a part of the School of Practical Arts, and in coopera-
tion with the School of Education, the School of Practical 
Arts prepared students as teachers, and the graduates 
received the Bachelor of Science degree in practical arts.38 
Few colleges offered the Bachelor of Science degree 
in music before the l920 1 s. While the University of Okla-
homa offered the Bachelor of Science degree in music in 
1904, the program was discontinued after 1905 until a 
later date. 
Similar to the arrangement between Harvard College 
and the New England Conservatory of ~lusic, Johns Hopkins 
University and Peabody Conservatory practiced reciprocity 
36Teachers College, Columbia University Catalogue, 
1901-02, pp. 92, 97. 
37Teachers College, Columbia University Catalogue, 
1910-ll, p. 35. 
38Peter VI. Dykema, "Higher Dee;rees in Husic Educa-
tion," t•lusic Teachers National Association Volume of Pro-
ceedings, Series 20 (1925), p. o7. -- ---
in accepting music or academic credits for the various 
degrees. Johns Hopkins University accepted sixty hours 
of music toward the Bachelor of Science degree. 
The amount of music credit which has been allowed 
for the Bachelor of Science degree was similar to the 
Bachelor of Arts degree. In describing a study done by 
the Research Council of the Music Supervisors National 
Council and the National Bureau for the Advancement of 
---- -
Music in 1929, Peter Dyl<ema noted that of 592 institutions 
investigated, 169 accepted college courses in music toward 
the Bachelor of Science degree in contrast to the 368 
institutions that accepted music subjects toward tne 
Bachelor of Arts degree. About 35 to 40 per cent of the 
total hours required for the degree were permitted in 
music studies. 39 
In 1932-33, Edna ~1cEachern in a survey of music 
teacher education in the United States found that thirty-
five to ninety semester hours, or an average of 53.5 per 
cent of the total hours required for t:ne degree, were 
permitted in music.4o 
39peter 1'1. Dykema, 
Husic," Music Supervisors 
(1929), p. 49. 
IIQ ~ Edna McEachern, 
Music Educators National 
p. 118. 
"The Attitude of Colleges To'11ard 
National Conference Yearbook 
"Training School Husic Teachers," 
Conference Yearbook (1934), 
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Vincent Jones found from a study of forty music 
education major programs leading to the Bachelor of Science, 
the Bachelor of Music, the Bachelor of Arts, and the 
Bachelor of Music Education degrees that 35.4 per cent 
of the courses were allowed in non-music subjects while 
64.6 per cent of the studies were permitted in music. 
For the Bachelor of Science degree in music education, 
Jones suggested that 40 per cent of the courses should 
be academic subjects and the remaining 60 per cent should 
b . . t d' 41 e ln muslc s u les. 
The Bachelor of Science degree with a music major 
has been a popular degree in state colleses and univer-
sities. New York and California have been leading states 
in developing programs in this area. The College of 
Education at Potsdam, New York, stated the credit require-
ments for the Bachelor of Science degree in music education 
as follows: 
In music education, completion of 22 credit hours in 
music theory and conducting, 21 hours in applied music, 
34 hours in professional courses, 42 hours in general 
education and ngn-technical music courses, and 13 
elective hours. 2 
4lvincent Jones, Music Education in the College , 
(Boston: C. C. Birchard and Company, 1949), pp. 175-l7b. 
42state Universit¥ of New York College of Education 
at Potsdam Catalogue, 19bl::02, p. 30. 
The Bachelor of Science degree program in music at Long 
Beach State College, California, was '' ••• designed 
especially for students concerned with developinc; voca-
tional competence in a specific music fiela." 43 As many 
as one-half of the studies for the degree were permitted 
in music. 44 Other state institutions of higher learning 
have followed similar programs. 
The training of the music teacher was the province 
of numerous organizations before it constituted a major 
pro;o;r·am in the Bachelor of Science degree. The colonial 
singing-school conventions, summer institutes and summer 
schools, and later normal schools laid the foundations. 
Professional music organizations, as well as accrediting 
agencies, effected the content of this degree. The work 
of these agencies will be discussed in more detail in a 
later chapter. The Bachelor of Science degree program 
in music has gained rapidly in popularity, and today it 
represents a vocational music program, principally in 
colle:;es whose principal concern is that of teacher 
education. 
pp. 
43L5ng Beach State College Catalogue, 1958-59, 
70, ll . 
44Ibid., p. 115. 
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In contrast to the Bachelor of Arts and Bachelor of 
Science degrees in music, the Bachelor of f'lusic degree 
allows the greatest opportunity for music study. The 
history of this degree will be discussed in the following 
chapter. 
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CHAPTER VII 
THE DEVELOPr·1ENT OF THE BACHELOR OF MUSIC DEGREE 
IN THE UNITED STATES 
In contrast to the academic, historical, and theore-
tical aspects of the English Universities, their prototypes 
in this country gradually developed a music curriculum 
which combined the theoretical and practical elements of 
the art. As women's academies and colleges developed in 
the eighteenth and nineteenth centuries in America, music 
performance played an important part in the education of 
young ladies. \!lith the rise of conservatories based on 
their European predecessors, more stress was placed on 
virtuosity and technic in performance. Many colleges and 
universities afforded opportunities for music study within 
the broader and more humane structure which such institu-
tions represented. However, since music schools in the 
country expanded so rapidly, standards were often low. 
Accrediting agencies and professional organizations 
greatly influenced the content and structure of the 
Bachelor of Music degree, and it evolved into a baccalau-
reate comparable to other recognized and accredited 
bachelors degrees. This chapter will be concerned with 
the events and developments which led to the rise of the 
Bachelor of Music degree. 
I. ~ruSIC IN EARLY ACADEMIES AND 
COLLEGES FOR IVO~\EN 
Until the twentieth century, the place of women was 
mainly in the home; the purpose of her education was to 
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develop a "nice young lady" who could sing, play the piano, 
paint, read, and write. John Eliot described female educa-
tion in Boston around 1782 by saying: 
1'/e don 1 t pretend to teach ye female part of ye town 
anything more than dancing or a little music perhaps 
(and these accomplishment must necessarily be confined 
to a very few).l 
In spite of the agitation on the value of domestic economy 
as a proper scientific subject for ladies, seminaries con-
tinued ''to offer the fripperies of filigree, painting, 
music, and drawing in far greater profusion" in the nine-
teenth century.2 
In 1835, the first music school in this country, 
Music Vale Seminary, vms founded at Salem, Connecticut. 
The school was for young ladies, and at first, only 
students from the town of Salem attended. Later pupils 
came from the Carolinas, Kansas, Nova Scotia, and the 
West Indies. Instruction was given in voice culture, 
United 
citing 
1Thomas Vloody, A Histor§ of Women's Education in the 
States (New York: Tne cience Press, 1929), p. 14); 
John Eliot. 
21'/oody, .2£· cit., p. 415. 
organ, harp, guitar, and piano as well as in notation, 
harmony, thorough bass, counterpoint, and fugue. 
lllr. Whittlesey, the owner of the school, was a 
practical business man and zealous advocate of l•lethodism. 
He was firm in running his school, as the regulations of 
the seminary indicated: 
The young ladies of !llusic Vale had to rise at five 
o'clock in the morning and practice from six to seven, 
and were required to dust their piano prior to com-
mencing practicing. No pupil was allowed to speak 
during practice time except to her teacher, or to 
leave the piano, or to play any other composition 
except that assigned for the practice hour. A 
student wrote to her Kentucky home: "Strict! You 
have no idea what Yankee strictness means! There 
is no shirking the rules!"3 
According to Johnson, the Connecticut State Board 
of Education authorized Whittlesey to give a normal degree 
to successful students. He further stated that ". . . 
Music Vale was the only music school in the United States 
authorized to confer degrees and it maintained its unique 
position for many years."4 However, the author did not 
give the date and designation of this ''normal degree,'' 
and the validity of this statement was questionable. 
The State Department of Connecticut said: 
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3Frances Hall Johnson, Music Vale Seminary, 1835-1876 
(Tercentenary Commission of the State of Connecticut Com-
mittee on Historical Publications, 1934), p. 13. 
4~., p. 12. 
In the 1800's the State Board of Education did not 
have the power to authorize academic degrees. The 
term "normal degree" is apparently a mistake. The 
reference should have been normal certificate or 
teacher certificate. Normal schools in Connecticut 
were first given degree-granting powers in 1932.5 
Nevertheless, the school must have been quite popular, for 
Lowell fllason gave lectures there. After the death of 
\·/hi ttlesey in 1876, the school did not reopen. 
As in the North, music played an important part in 
the women's seminaries of the South. In 1852, the follow-
ing description of the Georgia Female College Commencement 
at Nadison appeared in Dwight's fllusic Journal and read: 
The examination was enlivened and relieved from the 
tedium usually felt upon such occasions, by being 
interspersed with rich treats of music from seven 
elegant Pianos, which were arranged upon the rostrum, 
accompanied by the Flute or Violin, both of which 
instruments are handled by Professor Branham wit):! 
a skill of execution most ravishing to the soul.o 
The program consisted of many piano ensemble selections 
and was listed as follows: 
Montezuma Grand I·1arch--Duet, 3 Pianos. (!) 
Lee Rigg--Variatlons, 3 Pianos. 
Come to the Forest--Song, Duet. 
FlOrida Grand fllarch--Duet, 7 Pianos (!) 
Hyacinth Gallop--S Pianos. 
Air Swiss--Trio, 7 Pianos (!!!) 
Home, Sweet Home--Variations, Flute and Piano.7 
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5\t/alter Crosby Eells and Harold A. Haswell, Academic 
Degrees, United States Department of Health, Education, and 
Welfare, Bulletin No. 28 (I·Jashington: Government Printing 
Office, 1960), p. 177. 
~ 
011fl!usical Education Down South," Dwight's Journal of 
~1usic, I (July 10, 1852), p. lll. 
7Ibid. 
The article continued by saying: 
If any were not put into raptures on this occasion, 
it was because they had no music in their souls. \lie 
were especially surprised at the perfect time. We 
suppose that during the evening almost every young 
lady in the school had a hand at the music, and, 
whether it were one at a time, or twentv-one at a 
time, it was the same thing; the time was perfect.8 
The frequency with 1·1hich music appeared in women 1 s 
institutions was shown in a study of the subjects offered 
in 162 female seminaries from 1742 until 18'(1. The find-
ings of the study showed that 48 schools offered vocal 
music, 46 offered instrumental music, one gave melodeon 
lessons, 30 schools taught piano, 5 taught organ, 3 the 
harp, while 16 gave guitar lessons, and one offered spinet 
lessons.9 From 1749 until 1829, 21 of the 55 schools sur-
veyed offered instruction in music. Twenty-one of 162 
schools provided instruction in music from 1749 until 
1871 while 30 of 107 schools gave music instruction in 
the schools studied between 1830 and 1871. 10 
Thou;;h the musical standards of the early women's 
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academies were not very high, later colleges for women were 
founded and modeled after Harvard University and other men's 
colleges. Education of women became more widely accepted 
8Ibid. 
9woody, 2£· cit., pp. 563-564. 
lOibid., p. 418. 
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and academic content was of a much higher level. In these 
institutions, music was important, and high standards were 
maintained. Vassar, Smith, and 'ilellesley were representa-
tive of these early women's colleges. 
From the opening of Vassar College in 1865, eight 
music teachers were on the faculty, and a School of Vocal 
and Instrumental Music, which used the class system of the 
European conservatory, was one of the extra-collegiate 
departments. Instruction was given in voice, piano, and 
organ. Practice rules were strict, for the following was 
announced about piano practice: 
In addition to 2 lessons a week, each student is 
allowed the use of a piano, for private practice, one 
hour daily; and by special arrangement, extra practice-
hours may be secured to any reasonable extent.ll 
The ensuing year, students who took vocal, instrumental, or 
drawing lessons in connection with collec:;iate studies Here 
retarded in proportion to the number of additional branches 
they took. The Bachelor of Arts degree was given for the 
completion of the regular course and: 
Those "special" students who have completed the 
entire course of studies laid down for any one or more 
of the Departments of Instruction, and all who have 
pursued particular branches beyond the limits assigned 
in the Regular Course, will receive testimonials cor-
responding with the facts.l2 
llvassar College Catalogue, 1865-66, p. 25. 
12vassar College Catalogue, 1866-67, p. 33. 
lfJusic study was of equal importance to other subjects. 
Credit was granted for art and music, and the catalogue 
stated: 
Students will usually be able to take one art study 
in addition to the regular course, and are strongly 
advised to do so when they can, as a valuable element 
of general culture. In the junior or senior years, 
after completion of the more disciplinary studies, 
proficiency in music or the arts of desit;n, may, at 
the discretion of the faculty, be accepted as an 
equivalent for some one ol3the prescribed studies in Literature or Science. 
The elements of vocal music were given free in class for 
students in the regular course, but if music was substi-
tuted for a regular branch of study, harmony was required 
in addition to applied study. 
By 1879, Schools of Art and l•1usic were established 
at Vassar and diplomas in music were given. However, the 
schools were short-lived, for in 1890, an announcement was 
made saying: 
The following statement regarding the Schools of 
Painting and ll!usic must be read in light of the fact 
that the trustees are now considering radical changes 
in the relation of these arts to the College Course. 
Applicants for admission to the schools must there-
fore make particular inquiry of the President as to 
the poss:;lbility of entrance on the conditions here 
stated.l4 
Husic was placed on a collegiate basis the next year and 
has continued as such to the present. 
13~., p. 22. 
1 11 ~vassar College Catalogue, 1890-91, p. 60 .. 
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As at Vassar, music was a part of the curriculum at 
Smith College from the founding, and two of the eleven 
original faculty members were in music. Lectures on 
architecture, landscape gardening, literature, sculpture, 
painting, and music were opened to all seniors, while by 
1877, art or music v1as permitted in place of any study of 
the first year in which the student was prepared to pass 
an examination. Students v1ere reminded, however, that 
music and art were not just extra courses, for the 
catalogue stated: 
These practical studies in Art and Music are 
optional studies, but are as truly parts of the col-
legiate course as the other optionals with which 
they are associated. No student, however, will be 
allowed to prosecute these studies who, in the judg-
ment of the teacher, 13cks the ability essential to 
success in such work. 
In the same year, a professor of music was added, as well 
as courses offered in harmony, form, counterpoint, canon, 
and fugue. Three years later, the Trustees of the College 
established "in connection with the other Collegiate 
1,... 
Departments, a School of Music." 0 The aim of the school 
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was ''to provide the best facilities for students who desire 
to pursue any branch of music, practical or theoretical. " 17 
l5smith Colle~e Catalo~ue, 1877' p. 6. 
l6smi th Colle·c·e 9 Catalogue, 1880, p. 17. 
l7Ibid. 
Though a degree was given for the completion of the 
regular two-year course in music in 1877, two years later, 
completion of Courses II and IV were necessary to receive 
the degree of Licentiate in Music. Course II consisted of 
piano, voice, organ, or theory, while Course IV included 
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the regular college studies of English, grammar, Latin, and 
mathematics. H01vever, French, German, rhetoric, English, 
literature, or natural science could be substituted for the 
above collegiate studies. In 1883, the first Bachelor of 
t1usic degree was given at Smith College. Three years of 
study were required. 18 
Wellesley College, founded in 1875, included music 
in its early curriculum. By 1878, a music major program 
leading to the Bachelor of Arts degree was offered. 19 The 
following year, the department was enlarged, and a conser-
vatory building was erected. A teachers normal course 
including vocal music was initiated. \'/hen the department 
became a College of lllusic in 1880, the Bachelor of Iclusic 
degree was awarded for five years of study. Students in 
this program were required to pass the academic entrance 
examination and were permitted to take only the music 
course except for students who wanted to study music \'lith-
out credit. The program was described as follows: 
l8smith College Catalogue, 1883, p. 20. 
l9wellesley College Catalogue, 1877-78, p. 19. 
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vlellesley College of r~usic is designed to be in every 
\'JaY as thorough and comprehensive as the best schools 
abroad. It offers three full courses, each covering 
five years; students at all times taldng three studies--
two lessons per week in each. 
I. Piano, Harmony, Composition and German 
II. Organ, Harmony, Composition and German 
III. Voice, Harmony, Composi tio~6 two years Italian 
and three years of German. 
Orchestral instruments could be substituted for piano, organ, 
or voice, while theory and aesthetics and music history were 
required in the fourth year. 2l 
When Junius W. Hill succeeded Professor Morse in 
1884, the entrance requirements of the r'lusic School were 
made identical with those of the College. By 1898, the 
School became a department, and the Bachelor of [vlusic 
degree was abolished. In its place, the Bachelor of Arts 
degree and a certificate were awarded for the five years 
Although these women's colleges which were modeled 
after the early men's colleges offered music programs of 
high standards, music study in many early vwmen 1 s insti tu-
tions was not taken too seriously. Music was considered 
principally as a social grace for the young lady. In 
20wellesley College Catalogue, 1880-81, p. 20. 
21 Ibid. 
22Randall Thompson, College ~1usic (New York: The 
!'1acmillan Company, 1935), p. 205. 
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addition, Mistress of ~1usic degrees were often awarded 
instead of the Bachelor of 1·1usic degree, These degrees 
represented lo1; standards as a rule. \'lhile \'!Omen 1 s schools 
emphasized the performance of music--mainly, singing and 
piano--in institutions of higher learning, many caused the 
Bachelor of Music degree to be considered a decree v1i th 
l ov1 standards. 
II. THE RISE OF CONSERVATORIES 
Conservatories in the United States have assumed a 
major responsibility for the education of the performing 
artist. At the turn of the eighteenth century, many short-
lived conservatories or academies of music were established. 
An early example of a musical academy was the one ore;anized 
in Boston by the Von Hagen family, a family of music 
publishers. This group gave concerts and travelled to 
Salem, Dorchester, Mil ton, Dedham, Newton, ':Ia tertown, 
\'ialtham, and Cambridge to give lessons. 
Another outstanding founder of conservatories was 
George Graupner. Around 1800, Graupner envisioned the 
formation of a school in Boston with !VIal let, a Frenchmen, 
as a fellovl teacher, and the recently immigrated Italian, 
Filippo Trajetta, as head of the vocal department. Mallet 
was an organist and concert impressario. This combination 
of French, Italian, and German-English talents promised a 
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fine conservatory, Evidently, the school was quite success-
ful for a time, for in 1801, the followinz announcement 
appeared in the New England Palladium on February 3, 1801: 
N.B. The Musical Academy continues to open on 
Thursday and Saturdays, and for the convenience of 
the young Ladies, the hours of instruction in the 
morning department are from 8 to ll o 1 clocic The 
number of pupils of each department is restricted 
to eighteen, 
F, IvJallet, 
G. Graupner, 2Professors of Ivlusic F. Trajetta. 3 
Later the school was called the Musical Conservatory, and 
the newly formed institution was forced to change its 
schedule in order to accommodate the greater number of 
students. A third school was opened, but Trajetta went 
to Philadelphia; Graupner became more interested in music 
publishing and retailing. Vlith the separation of Trajetta 
and Graupner, the school closed.24 
In 1812, George K. Jackson, a Doctor of Nusic from 
Scotland, Graupner, and Nallet made an attempt to unite 
their private practices and centralize their activities 
in Pythian Hall. One announcement appeared in the paper. 
Hov1ever, when Jackson was removed from town, Mallet with-
drew, and the project was dropped. 25 
23H. Earle Johnson, Musical Interludes in Boston, 
1795-1830 (New York: Columbia Univers1ty Press, 1943), 
p. 180. 
24Ibid. 
25Ibid., p. 208. 
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Although Graupner•s attempts to organize music 
schools were not permanent, a need for a conservatory 
v1as evident for, in 1821, an announcement in the Euterpeiad 
read as follows: 
It appears that a COLLEGIATE ESTABLISHHENT for the 
education of youth, designed for the profession of 
music, is the grand desideratum. As we are not yet 
prepared to go into the detail for such a foundati8~• 
v1e shall resume this subject on a future occasion. '-0 
Parker did not continue this discussion of a collegiate 
establishment. However, "conservatories" in the sense 
that several teachers banded together to provide musical 
instruction already existed, but none could be called 
collegiate in purpose or accomplishment. 
According to a lecture given by Squire Coop, in 
1856, Porter's Academy at Farmington, Connecticut, had 
the first music program in a higher institution of learn-
ing. The Husic Department was directed by the celebrated 
peda:;ogue and musician, Karl Klaus en. 27 However, !Vlusic 
Vale Seminary in Connecticut and Oberlin College and other 
sci1ools had included music instruction before this time. 
The first permanent conservatory to be founded in 
this country was the Peabody Conservatory. In 1857, 
26 Ibid., p. 255. 
27squire Coop, "The Status of i'lusic in Colle:;es and 
Universities in 1876 and Since," IV!usic Teachers National 
Association Volume of Proceedings, Series 23 (1928), p. 236. 
George Peabody appropriated funds and stated his plans for 
the institute. The purpose of the school was the improve-
ment of the culture of the state. In a letter of February 
12, 1857, to the Trustees for the Establishment of an 
Institute in the City of Baltimore, Peabody expressed his 
ideas as follows: 
GENTLEI,IEN: 
In pursuance of a purpose long entertained by me, 
and which I communicated to some of you more than two 
years ago, I have determined, vlithout further delay, 
to establish and endow an Institute in this City, 
which, I hope, may become useful towards the improve-
ment of the moral and intellectual culture of the 
inhabitants of Baltimore, and, collaterally to those 
of the State; and, also, towards the enl~rgement and 
diffusion of a taste for the fine arts.2 
The plans for the Institute included an extensive 
library, lectures by men of science, art, and literature, 
an Academy of lliusic to diffuse and cul ti va te a taste for 
the most refining of all the arts, and a Gallery of Art 
189 
in the Department of Painting and Statuary. The fliaryland 
Historical Society Has appointed as the guardian. 29 
Although the Institute was founded in 1857, instruc-
tion in music did not begin until 1868 because of the Civil 
28Letter from George Peabody, Esq. to the Trustees 
for the Establishment of~ Institute in the City of Balti-
more-rBaltimore: John D. Toy, 1857), p. 3. 
29Ibid. 
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\"/ar. The place of music in the new school vias described as 
follows in The Founder 1 s Letters of 1868: 
Here music has for the first time in our country been 
brought into a system of educati~as a coordinate ele-
r,lent to hold an equal rank with the other teachings of 
the University. \'le believe, in no other institution of 
note among us has music been assigned a seat in such 
alliance VIi th philosophy. It is reviving the thought 
and practice of classic Greece, and carries us back 
to the Republic of Plato and the Academy of Athens.30 
Instruction was given in pianoforte, organ, violin, arches-
tral instruments, voice, solfege, oratorio, dramatic sing-
ing, harmony, counterpoint, fugue, composition, and instru-
mentation, as well as in pronunciation, articulation, and 
declamation. On the first \'/ednesday of every month, 
lectures, and recitals were given. Likewise, semi-annual 
examinations and exhibitions were to be held.3l 
The laws of the Academy of Iviusic Here very stringent, 
and stress was placed on punctuality and the keepinc; of 
records and grades. For the completion of the course, a 
diploma uas given.32 
The Conservatory continued to follou its original 
plans and later added a three-year program leading to a 
Teacher's Certificate in applied music. 
30The Peabody Institute of the City of Baltimore: 
The Founder's Letters and the Papers Relatin~ to Its Dedica-
tion and Its History (Baltimore: Boyle, 180 ), p. 2. 
31Academy of ~lusic of the Peabody Institute of the 
City of Baltimore\Baltimore: John D. Toy, 1857), p. l. 
32Ibid., p. 16. 
Another early conservatory was Oberlin. In 1835, 
Elihu Parsons Ingersoll, a graduate of Yale Colle0e and 
Yale Seminary, was made a "Professor of Sacred l•lusic 11 in 
the Oberlin Collegiate Institute. Four years later, he 
resigned, and George N. Allen became a teacher. Allen 
was a student in the Collegiate Department at Oberlin for 
a year and studied in the Theological Department for two 
years. While he was still enrolled as a student, he 
became a "Teacher of Sacred Music." In 18111, Allen was 
made a professor and served the College until 1865. It 
was very possible that Allen attended ~lason' s Academy, 
as he attended a winter convention in 1838 to 1839. 
Through the efforts of Allen, Mason's method, ideas, and 
singing books were introduced at Oberlin.33 
In the early days of Oberlin, piano study was not 
accepted readily. At a meeting of the trustees in 1841, 
a resolution was passed stating "that it is not expedient 
to introduce Piano ~lusic as a branch of Instruction in 
the Institution." The same year, the college trustees 
were in correspondence with a firm engaged in making a 
seraphina, a type of cabinet organ. This was highly 
recommended because it: 
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33Robert Samuel Fletcher, A History of Oberlin 
Colle;;e From Its Foundation Through the CiviT Vlar (Chicago: 
R. R. Donnelly and Sons Company, 194~ II, pp:-785-786. 
••• will not vitiate the mind and unfit it for 
devotion like the pianoforte. Not because the piano 
is not as sweet in its tones, but because it is not 
well calculated for slow and devotional music, and 
will not in such, or in4any other times sustain a full harmony of sound.3 
Five years later \Hlliam Dawes offered his resignation 
from the Board of Trustees because "a vast amount of time, 
and money (had) been expended for fashionable amuser:1ents 
and accomplishments, such as Piano Music, Dress, etc. 
etc."35 
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Some disagreement about the teaching of instrumental 
music existed in the early days of the collec;e. The 
Catalogue of 1849-50 stated that ''instruction in Instru-
mental Music forms no part of the course of this Institu-
tion,'' while the same Catalogue also stated that: 
Ample facilities are here afforded, '1/ITH EXTRA 
CHARGE, to those who wish instruction in instrumental 
music. In this department special pains have been 
taken during the past year to provide suitable 
instruments for practice, and to procure thoroughly 
competent teachers, while at the same time tb~ terms 
are as moderate as can possibly be afforded.5° 
l;lhen the organ was installed in the t:Jeeting house 
in 1855, instrumental r.msic gained great impetus. However, 
some members l'lere probably not quite satisfied, as 
34Rose Yont, The Value of Music in Education (Boston: 
Richard G. Badger, l9lb), p. 137. 
35Fletcher, oo. cit., p. 788. 
36Ibid., citing Oberlin College Catalogue, 1853-54. 
E. !1. Foote, the ll!usic Director, remarked that the organ 
should never seem to say, "Hurrah boys, meetin's out."37 
Although Oberlin had a Professor of Sacred Music 
as early as 1835, and music continued as a part of the 
college studies, the Conservatory of Music was not estab-
lished until 1865. John P. !~organ, son of Professor John 
Ivlorgan from the Leipzig Conservatory of Husic, George 'iJ. 
Steele, and Fenelon B. Rice, who had likewise studied at 
Leipzig Conservatory, joined in the opening of the Oberlin 
Conservatory of Music. George N. Allen had introduced 
Lowell ~1ason's methods, ideas, and singing books at 
Oberlin. Because of the work of these men: 
The tradition of the Oberlin Conservatory of !Vlusic 
thus stems from Hendelssohn 1 s Leipzig Conservatory 
and from Lowell Hasan through George Allen ag~ the 
Oberlin Department of Nusic of earlier days._; 
Three years later, the Conservatory becar.1e a part of the 
College. The records of the time stated that the people 
were glad because the students would be under the rules 
of the College and would, therefore, no longer be able to 
annoy others who wished to study.39 
37Fletcher, QQ. cit., p. 790, citing Oberlin 
Evangelist, Narch 1~ June 6, 1855. 
3~letcher, ££· cit., p. 802. 
39rbid. 
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Another important conservatory founded in the mid-
nineteenth century v;as Nevi England Conservatory. In 1853, 
at the age of nineteen, Eben Tourjee visited Boston in an 
attempt to interest educators and musicians in establishing 
a music school, but he ·,ras regarded as just another youth 
with visions and dreams. Consequently, he went to Fall 
River, Massachusetts, where he started his own conserva-
tory. Here, class instruction was given in pianoforte, 
voice, violin, and flute for a fee of one dollar for 
twenty lessons. Although he had 562 pupils, after two 
years, the institution was disbanded because of financial 
difficulties. Later, Tourjee visited the conservatories 
of Europe where he came under the instruction of Schumann, 
Cramer, Von Bulow, and Richter. Upon his return to the 
United States, he established the Nusical Institute of 
Providence and introduced the European class system of 
conservatory teaching.4° 
On February 18, 1867, Eben Tourjee founded the New 
England Conservatory of Music. The follo·,Iing information 
appeared in the announcement about the opening of the 
school: 
4oElizabeth I. Samuel, "An Amazing Career • • • Life 
of Eben Tourjee," Alumni Opus (June, 1951), p. 13. 
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THE DIRECTORS take great pleasure in announcint; that 
their arrangements have been fully completed for com-
mencing on Monday, February 18th, 1867, at the Rooms 
of the Music Hall Building, Boston, Hassachusetts. 
Pupils may enter their names on the books of the 
New England Conservatory of Music at the Secretary's 
Office, during the hours from 10 A. M. to 5 P. M. 
It is needless to state that the advantages offered 
by the New England Conservatory of l'lusic to ladies and 
gentlemen, for the study of Piano playing, Sinijing, 
etc., are unequalled anywhere in this country. 1 
The announcement for the opening of the new conser-
vatory continued by stating that separate classes 11ould be 
held for ladies and gentlemen. With Eben Tourjee and 
Robert Goldbeck as directors, classes were conducted at 
the Music Hall Building. The staff included instructors 
in pianoforte, harmony and composition, instrumentation, 
voice culture, organ, violin, violoncello, contra-bass, 
flute, clarionet, and cornet in addition to elocution and 
singing in classes. Emphasis was placed on the conserva-
tory method of teaching, and the method of pianoforte 
teaching was described in detail as follows: 
PIANOFORTE INSTRUCTION IN CLASSES 
The system of Class-teaching adopted in the NeVI 
England Conservatory of Husic does not materially 
differ from ordinary private instruction. 
One piano only is used (except in the classes where 
the concerted pieces, originally written for two Pianos, 
4lNew En§i;and Conservatory of Music, Opening 
Announcement, 1~7. 
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are practiced;) the same piece, the same exercises are 
studied by all the pupils of the same class, and during 
the lesson alternately played by each; vrha tever remarks 
ti1e Teacher may make on the style or performance of the 
piece or exercise, are intended for all, while his play-
ing to the pupils is also equally useful to all. A 
Class-Lesson is therefore nothing less than a private 
one, but is rather something more, inasmuch as the 
pupils learn from each other, to acquire good qualities 
as v1ell as to avoid faults. It is also an experienced 
fact that class pupils, stimulated by the certainly 
praiseworthy ambition to excel, generally practice 
more and better than private pupils. 
The classes will be divided into different degrees 
of proficiency, the exercises of each class comprising, 
withil! cert~~n limits, general finger technics, studies 
and p~eces. 
For students who were deficient in any single phase, a 
technical or preparatory class was formed. Moreover, the 
theory or science of music was stressed, for every effort 
was made to establish the Conservatory on a firm musical 
basis. The announcement concluded by stating: 
It is the ambition of the Directors and Professors 
of the New England Conservatory of ff]usic to further 
the true interest of the musical community, and they 
will perseveringly devote themselves to establish, on 
a secure foundation, an institution which they mean 
shall be an equal in rank with the renowned Conserva-
tories ~f Leipzig, Faris, Stuttgardt, Prague, and 
others. 3 
Guitar, solfege, harp, French, German, and Italian 
were added to the curriculum the following year. Likewise, 
the directors felt that the training of the voice was much 
neglected and described vocal culture as: 
42rbid. 
43rbid. 
••• a subject of great importance, as it teaches 
the correct use of the respiratory organs, v;l1ose 
improper or insufficient employment infuriously 
affects the general health; and of the vocal or;-:;ans, 
of 11hich the forcing or straining tends directly to 
produce bronchitis, laryngitis, inflamed tonsils, 
and other similar diseases. The "clergyman's ~ 
throat" so prevalent among public speakers is a 
proof of this; • . • No people in tl1e v10rld can so 
illy.affora4to dispense v;ith vocal training as the Amer~cans. 
By February, 1868, 1,097 ladies and 317 ;:;entlemen Here 
enrolled, and scholarships were established. 
Seven years after the founding, t!1e New England 
Conservatory of 11usic offered the first courses for public 
school rtmsic, and by 1883, the School of Trainin:; Teachers 
for Public School comprised one of the fifteen schools of 
the Conservatory. Sight-singing, vocal music, and work 
l'li th Hosea Holt in the public schools were required for a 
certificate. Upon the completion of Course I, that is, 
competency to teach ages five to eight, or Course II, com-
petency to teach eight to twelve, a certificate was given, 
and for the completion of both courses, a diploma. 
The requirements for certificates and diplomas in 
other areas were stated in the catalogue of the academic 
year, 1883-1884, as follows: 
Certificates and Diplomas. Students who complete 
Harmony and Theory may receive a certificate; also 
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44New England Conservatory of r~usic Catalogue, 1868, 
p. 23. 
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those who finish the course on any instrument or the 
voice. Those who finish the course on any instrument, 1 _ 
or the voice and Harmony and Theory, receive a diploma. 4? 
Upon the death of Tourjee, the school was reorganized 
under the directorship of George Whitefield Chadv.-iclc, an 
esteemed composer. During his administration, tl1e require-
ments were stiffened and formalized, and a three-year pre-
scribed course of studies in music subjects other than 
performance was required for a diploma. Elson, an author 
of the time, wrote, ''the curriculum of the conservatory is 
at present probably the most severe of any musical school 
in this country."46 
The opening of the New England Conservatory in 1867 
in reality marked the beginning of the conservatory move-
ment in this country. Three other conservatories, Boston, 
Cincinnati, and Chicago 1•1usica1 College ·,vere opened in the 
same year. The Boston Conservatory, founded by Julius 
Eichberg in 1867, became the leading violin school in 
America. Clara Baur was influential in founding the 
Cincinnati Conservatory of Music, and in 1878, the Cincin-
nati College of Ulusic with Theodore Thomas as the first 
music director, became the leading musical institution 
45Nev1 England Conservatory of f.\usic Catalogue, 
1883-84, p:-59. 
46Louis C. Elson, The History of American Music 
(New York: The Macmillan Company, 1904), p. 341. 
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of the -,,lest, In outlining his plan for the new colle::;e, he 
stressed: 
. concentration of professional talent, methodical 
training, such as ·:-1e have 4in other branciles of learning and a musical atmosphere. 7 
Florence Ziegfield was the founder of the Academy of Husic 
at Chicago which later became the Chicago Husical College. 
Some other conservatories which followed v;ere the Phila-
delphia Academy of Iv!usic in 1869, the Cleveland Conserva-
tory of ~1usic in 1871, the Detroit Conservatory of 11usic 
in 1874, the Coombs Conservatory at Philadelphia in 1885, 
and in the ensuing year, the American Conservatory at 
Chicago, In 1905, the Institute of Musical Art, which 
became the Julliard School of Husic in 1946, was estab-
lished by Frank Damrosch and James Loeb in NeVI York City, 
In describing the conservatories around 1900, Elson wrote: 
Each of the larger cities has at least one good 
musical conservatory, and many have tHo or three, in 
these conservatories one finds some of the best 
European teachers and a curriculum that should give 
excellent results in vocal and instrurnental worlc. 
There is this limitation, however, to be noted; the 
vocal wor!{ is almost ahmys solo, and the instrumental 
study is almost entirely piano, It is to the credit 
of two or three conservatories that they lead their 
vocal instruction up to full operatic performances, 
and that their instrumental aims are not bounded by 
47Earl V. Hoore, "The Growth and Changing Status of 
Indeoendent Schools of 1•1usic Since 1876," Husic Teachers 
Nati~nal Association Volume of Proceedings, Series 23 
(1928), p. 229. 
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the piano, but included orchestral and general ensemble 
work. Such conservatory training is likely to lead to 
true musicianship. 
The musical courses in the universities and colleges 
of America are beyond anything that is done in similar 
institutions abroad; it is a question 1·1hether they are 
not too extensive for schools not exclusi vel v musical. 
It is desirable, however, that every collec:;e~ in America 
should have a department devoted to teaching the 
aesthetics,§f music in connection with the other 
fine arts. 4 
Not all conservatories were of the standard that Elson 
described. Manchester received the following description 
of a conservatory as a result of a questionnaire in 1907: 
A 11 Conservatory of 11usic 11 with a title national in 
character, consisted of one back room on the upper 
floor of a city building, access to it being had 
amidst a rather forbidding conglomeration of rubbish. 
The faculty consisted of one teacher--the proprietor. 
There was not even an attempt ~t v;ell-defined, 
co-ordinated courses of study. Y 
Standards varied widely in conservatories, for there was 
no agency to set standards. 
A National Conservatory was established in New York 
City to11ards the end of the nineteenth century. Anton 
Dvorak, the composer, attempted to develop a national 
school of music among the American pupils, and the admin-
istration had hope for this school to become a conservatory 
48~1 c·· t p 
.c. son, ££· _:L_. • . 362 • 
49Arthur L. I•lanchester, Music Education in the United 
States, United States Bureau of Education, Bulletin No. 4 
(Hashington: Government Printing Office, 1908). p. 50. 
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on a national basis. Nevertheless, the plans did not 
materialize, and the Conservatory lasted only a short time. 
Although the Eastman School of f1usic of the Uni ver-
sity of Rochester did not open until the Fall of 1921, this 
school has granted a large number of the Bachelor of ~lusic 
dec;rees in this country. In 1918, George Eastman acquired 
the property and corporate rights of the Institute of 
Husical Art and continued the Institute as a University 
School of t1usic under l·lr. Alf Klingenberg, the founder of 
the original school. At the same time, Eastman contributed 
over $5,000,000 and consented to give his name to the 
school. 5° Experiments in motion pictures and music were 
included in the plans for: 
A unique feature in the enterprise is the provision 
for developing a more general popular appreciation of 
the contribution which music may make to our common 
life, by the use of motion pictures of the highest 
class in conjunction v:ith orchestral music. This 
combination is not an experiment having had a demon-
strated success in various metropolitan motion picture 
houses. The use of the combination with a definite 
purpose to advance popular appreciation of music and 
in conjunction v:i th a school of music of the i1ighest 
class is new, and full of promise.51 
Another late conservatory was the Curtis Institute 
of Husic founded at Philadelphia in 1924. The purpose of 
the school was: 
5°university of Rochester Catalogue, 1921-22, p. 19. 
51 Ibid., p. 20. 
To hand down through contemporary masters the great 
traditions of the past. 
To teach students to build .£!2 this herita2;e for the 
future. 52 
Enrollment has been limited to scholarship students, and 
great emphasis has been placed on applied music study. 
Half of the credits needed for the Bachelor of l<lusic 
degree have been required in applied music study. 
Although the present Julliard School of Music was 
founded in 1905 as the Institute of !1usical Ar'c, the 
Julliard Graduate School was not established until 1924. 
HoHever, in 1946, the two schools amalgamated and became 
the Julliard School of ~lusic. In 1953, \lilliam Schuman, 
the President of Julliard School of Husic defined the 
function of the School in the following terms: 
Collectively, the musicians of a given epoch have 
the responsibility for the music of their time. We 
consider that our portion of this responsibility con-
cerns itself with makinc sure that students of the 
art are made aware of music's vast treasure, past and 
present; making sure that no music is denied them 
through prejudice--esthetic, political, economic or 
social; that they have full "freedom to hear". It 
is, furthermore, our responsibility to help the 
student see the music of any given period in the 
light of its own social, political and cultural 
climate; to understand that the esthetic laws and 
technical considerations of one period cannot be 
superimposed upon another; to make l;novm to the 
student the varying convictions of leading musicians, 
both past and present, in order to help him make his 
own judgments; to learn that art is not concerned 
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52curtis Institute of Nusic Catalogue, 1960-61, p. 7. 
vii th conformity; to equip the student to deal ·,·Ji th the 
novel without ridicule or fear of its strangeness, yet 
i·ii thout being impressed by sheer novelty, and with the 
ability to probe depths of the unfamiliar. 
Teaching dedicated to these ideals helps the young 
musician to form the habit of assuming responsibility 
for continuation of his own learning. If the student 
truly absorbs the concept of free inquiry in the field 
of music, unimpeded by blind adherence to doctrine and 
tradition, he will bring something of this approach 
not only to other fields of knowledge but to the con-
duct of his daily life. Since a free society can grow 
only through the process of free inquiry by its citi-
zens, it is my profound hope that the attitudes 
instilled and the skills developed through the pro-
gram at Julliard will serve to maintain the highest 
traditions of excellence in performance, and that 
they will, in addition, lead to the maturity of the 
musician and helD toward his enlighterment as a 
citizen in a democracy.53 
The Julliard School of ~1usic continues to place strong 
emphasis on performance, literature, and theory. \'ii th 
the completion of the Lincoln Center in Nev; York City, 
the School will be housed at the Center with the purpose 
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of attaining the highest possible performances in the arts. 
Though many conservatories existed in the United 
States during the first quarter of the t11entieth century, 
the Husic Teachers National Association campaigned for a 
National Conservatory. At a meeting in Ne·o~ Yorlc City in 
1921, this organization voted to endorse the movement for 
a National Conservatory of Nusic. The Society for the 
53Julliard School of Husic Catalogue, 1950-61, 
pp. 14-15. 
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Foundation of a National Conservatory of Husic, the National 
Federation of Music Clubs, and the Music Supervisors National 
Conference also joined in the effort.54 Seven years later, 
Representative Fish of New York asked for c;round on v1hich to 
build the National Conservatory, and in 1930, Congressman 
Gavagan of New York introduced a bill for a National Con-
servatory. However, nothing came of the bills. By 1931, 
the I'•lusic Teachers National Association Committee on a 
National Conservatory felt that there v;as no longer a 
need for a National Conservatory because the country had 
several great music schools which were heavily endowed and 
Hhich had superior faculties. As a result, the committee 
was changed to the Committee on ~lusic in National Educa-
. c;c; tlon. -'--' 
Though most of the music teaching Has done in the 
conservatories during the latter part of the nineteenth 
century and the early part of the twentieth century, most 
conservatories did not offer the Bachelor of l-\usic degree 
until about 1920. 11an;y, however, granted teachers certifi-
cates for three years of study or a diploma for more advanced 
54 J. Lawrence Erb, "Report of the Commit tee of a 
National Conservatory, 11 ~lusic Teachers National Association 
Volume of Proceedinc;s, Series 21 (l92b), p. 242. 
55Frances Elliott Clark, "Report of Committee on 
National Conservatory," Music Teachers National Association 
Volume of Proceedings, Series 25 (1930), p. 253. 
work. Oberlin was the first conservatory to offer the 
Bachelor of Music degree in course. Six students received 
the degree in 1906,56 
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However, a good many retroactive Mus. B. s ;;ere granted, 
the earliest being given to three members of the class 
of 1873. It was for applied mus;i.Q only, and the pro-
e;rams were generally five years.':!l 
Not until 1920 ;-;ere there more than tVIenty degree candi-
dates at Oberlin. Although 32 were awarded degrees in 
1924, there were 166 non-graduates. Men were in the 
minority in the early graduating classes, and they did 
not exceed the number of women graduates until after 
Horld viar II. 5S 
Eastman School of [l[usic offered the Bachelor of 
Busic degree from the date of its ope nine;. Hov1ever, this 
School was not founded until 1921. The first year, thirty-
six women and six men were listed as candidates for the 
Bachelor of Music degree, and in 1922, two Bachelor of 
Husic degrees Here conferred,59 
56Personal letter from Josephine (Hrs. C. C.) Cowin, 
Assistant, Registrar's Office, Oberlin College, Harch 6, 
1961. 
57 Ibid, 
c;" 
-'
0 Ibid. 
59university of Rochester Catalogue, 1921-22, 
pp. 181-182. 
In 1926, George Chadwick secured the right for the 
New England Conservatory to grant the Bachelor of ~1usic 
degree in the areas of applied music and composition. 
A thesis was required in addition to the courses for the 
degree, Ruth Elizabeth Austen received the first Bachelor 
of Nusic degree with honors in 1927,6° and the ensuing 
year, six degrees 1·1ere avmrded. 61 Peabody Conservatory 
of Music awarded the Bachelor of ~lusic degree for the 
first time in 1929.62 
Conservatories continue to award teachers certifi-
cates, diplomas, and the Bachelor of Music degree, The 
emphasis, however, is on performance and less stress is 
placed on academic studies. 
III. THE RISE OF THE BACHELOR OF ~1USIC DEGREE 
IN COLLEGES AND UNIVERSITIES 
As conservatories and independent schools of music 
1·1ere formed in larger cities, departments in colle;;es and 
universities were being established, In 1873, the first 
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Bachelor of Music degree to be awarded in the United States 
6°New England 
1927-28, p:-2. 
01New England 
1928-29. -
Conservatory of r1Jusic Ca talouue 
- g ' 
Conservatory of Music Catalogue, 
62peabody Conservatory of Music Catalogue, 1936-37, 
p. 73. 
1·;as conferred at Adrian College, a Methodist College, in 
Adrian, Michigan. 6 3 Although Kane, in his boo:{, Famous 
First Facts, 64 and the American Supplement of Grove's 
Dictionary of ~1usic and ~lusicians0 5 stated that the first 
Bachelor of Iv!usic de2;ree \'las awarded by Boston University 
in 1876, the Registrar of Adrian College v1rote the follow-
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ing letter to validate the fact that Adrian College aHarded 
the degree in 1873. The letter read: 
Mrs. Mattie B. Pease Lowrie was graduated from the 
Iv!usic Department vii th a Bachelor of t•1usic degree in 
1873. Definite proof of this is found in the Trustees 
f.linutes of Adrian College, date June 1873, 1·1here she 
is listed with the June 1873 graduates as receiving 
the Bachelor of Husic degree. She was the only "' 
student with this degree in that graduation class. 00 
Three students received the Bachelor of Music degree 
at Oberlin in 1873 although the degree was a·.iarded retro-
actively. Five ;years of study were generally required, and 
the degree was awarded for applied music study only. 0 7 
63Report of the Commissioner of Education for the Year 
(Washington: Government Printing Office, 18'74),--p:- 717. 
'I 04Joseph Nathan Kane, Famous First Facts (Ne\'1 Yorlc 
H. vi. Hilson Company, 1950), p. 158. 
6 5waldo Selden Pratt (ed. ), "Degrees, f.lusical," Nev1 
Encyclopedia of Music and I•1usicians (New York: The lfJac---
millan Company, 1929), p. 39. 
66Eells, Academic Degrees, op. cit., p. 176, citing 
Personal Letter from Registrar, Adrian College, Illarch 12, 
1960. 
67coHin, ££· cit. 
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According to Kane, the first Bachelor of Husic degree 
was awarded to Charles Henry Morse on June 7, 1876, at 
Boston University. 68 He cited the Fourth Annual President's 
Report as his source. The Report read as follows: 
At the Annual Commencement held in conjunction l'lith 
the other Schools and Colleges of the University, in 
Tremont Temple, June 7th, Mr. Charles H. Morse, a 
graduate of the College in the class of 1 76, was given 
the degree of Bachelor.§f Music, the first conferred 
in this country ••.• o 
Hov;ever, the Boston University Yearbook of 1877 stated: 
STUDENTS 
RESIDENT GRADUATES 
Candidate for the Degree of Bachelor of Music 
Norse, Charles Henry • • . • . Boston 
Four other fourth year music students were listed as: 
"others not candidates for Degree." Accordingly, Horse 
was listed with five other students as having received 
a "Diploma Certifying Completion of Course" in 1876. 70 
The Yearbook of 1878 listed the following as being 
adt'Jitted to degrees in 1877: 
68K . t 158 ane, ~· ~·, p. • 
69Boston University, Report of the President, 
1876-77, p. 13. 
7°Boston University Catalogue, 1877, p. 72. 
BACHELOR OF MUSIC 
~1orse, Charles Henry •.•• Boston 
. . . . . . . . . . . . . . . . . . . . . . . . . . . 
Summary of 
B. Mus. 
Degrees 
Men 
1 
Women 
0 
Boston University College of Music was founded in 
1872. At this time, the NeVI England Conservatory or Music 
and the College of f/i.usic of Boston University had a mutual 
agreement in regards to ofrering courses toward the 
Bachelor of ~lusic degree. Eben Tourjee was head or both 
institutions. After the student had completed the fourth 
grade at the Conservatory, he was entitled to matriculate 
at the College of filusic "in which higher courses of music 
with literary studies conduct in three or four years to 
the degree of Bachelor of Music." 72 Recipients of the 
degree \'/ere lis ted in both the Ne1v England Conservatory 
of Music Yearbook and the Boston University Yearbook. The 
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Conservatory advertised as follows in the Boston University 
Yearbook: 
71Boston University Catalogue, 1878, pp. 38-39. 
72New England Conservatory of Music Catalogue, 
1883-84, p:-39. 
BOSTON UNIVERSITY COLLEGE OF ~IUSIC 
Affords advantages supplementary to the Conservatory 
Course fully equal in breadth to c9mpleteness to 
those of any European institution. j 
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Instruction was given in musical theory and composi-
tion, history and aesthetics of music, solo and ensemble 
singing, pianoforte and organ playing, and all orchestral 
instruments. All students were to study voice or an instru-
ment "with the view of attaining the highest degree of 
artistic skill. n74 Requirements for graduation 1·1ere 
clearly stated and read as follows: 
Three years will in general be sufficient for the 
completion of the course of instruction. Pupils wi1o 
pass a satisfactory examination, will receive the 
University diploma. Those who have specially dis-
tinguished themselves by their talents and scholar-
ship, will, if graduates of any college of arts, 
receive the degree of Bachelor of I·1usic. If not 
graduates of a college of arts, they will be required 
to pass an examination in English, Composition, 
History, and Literature, a modern language (French, 
German, or Italian), Latin, or instead of it a second 
modern language, and 1•\athemat;!.cs, before being 
eligible to the above degree. 15 
vlillis ';lager interpreted this degree as a graduate degree 
and said: 
It is clear that the B. Hus. was here projected as 
a higher degree than the A. B. Before entering the 
College of Husic, the student would, of course, have 
73Boston University Catalo~ue, 1877. 
74Boston University Catalo:::;ue, 1874, p. 45. 
75Boston Universit,y: Catalor::;ue, 187 L~, p. 45. 
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studied music either privately or at some conservatory 
or music school. Then, after some three years of study 
at the College of Nusic, he might receive the University 
diploma. 76 
The degree v1as not intended to be one of narrow 
specialization, and the concept of the degree 1·1as explained 
in detail as follows: 
The necessity of a thorough preparation for the pro-
fession of lf!usic is becoming more apparent every year. 
Such a preparation should embrace not only a comprehen-
sive knowledge of the science of Nusic, and a good 
degree of skill as an executant upon some instrument, 
or as a vocalist, but also a familiarity with two or 
three of the ancient or modern languages, mathematics, 
sciences, literature, and the fine arts. The know-
ledge and general intellectual culture acquired by 
such a course of study, are needed to give a correct 
vie11 of the relation of Nusic to the other arts and 
sciences. They also enable students to more intel-
ligently interpret and perform, the works of the 
masters, render their services as instructors more 
valuable, and qualify them to do far more to1mrds 
elevating the art to its true position in the esti-
mation of the public, than they could otherwise 
possibly do. Few begin to study for other professions, 
much less to practice them, until tr1ey have acquired 
such a general preparation as the above course of 
study affords; and if important for them, it is not 
less important for the musical profession. Nor is 
there any reason Vlhy young men or women of f.ine 
musical talent should turn their attention to other 
professions. 
The country is fast coming to realize the great 
value of Nusic as a branch of popular education. 
Seminaries, colleges, and even the public schools, 
are rapidly incorporating it into their regular 
curriculum of studies, and from all quarters appli-
cations are constantly received for teachers Vihose 
76\-/illis ifager, "Iftusic and Liberal Education" ( unpub-
lished paper). 
musical education and general cultur"' qualify them to 
fill positions in such institutions. 17 
Since Tourjee \'las the Dean of both schools, the Nev1 
England Conservatory buildings were used. The Trustees of 
the University were guaranteed against all pecuniary loss 
and, in 1891, the institutions reached the following 
agreen1ent: 
FIRST, The Trustees of the University agree at the 
close of the present scholastic year to transfer to 
the Trustees of the Conservatory of Nusic the wori' 
carried on since 1872 in the Boston University College 
of lliusic, and the Trustees of the Conservatory agree 
to accept the same and to carry it forward as a 
graduate department of the Conservatory -~~;L§h full 
and sole responsibility in every respect. 7 
Music returned to Boston University again in 1905, 
when John Marshall taught courses in harmony and music 
history at the College of Liberal Arts. This work was 
continued until 1928 when a College of Husic was reestab-
lished as a result of the growth of music study within the 
University and a demand for a degree in music. The first 
Bachelor of Husic degree in the new Colle;;;e of r·.lusic was 
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conferred at the end of the Summer Session in 1929. Glenna 
Glasson of Proctor, Vermont, who had "previously taken many 
courses in the music department of the College of Liberal 
Arts and in the School of Education," was the recipient.79 
77Boston University Catalo~ue, 1874, p. 44. 
78Boston University Catalo~:;ue, 1892, p. 79. 
79Boston University, Reports of the 
---
President and 
Treasurer, 1929, p. 31. 
The College of 11usic continued until 1954 Hben the 
"Programs in the fine arts 1·:ere reorganized . . • to form 
the School of Fine and Applied Arts."80 The present 
School consists of the three divisions of Husic, Theater 
Arts, and Art. 
While Boston University's first College of Music 
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had arranged a reciprocal relationship ~ith the Ne~ England 
Conservatory, in the mid1;estern and western parts of the 
country, many conservatories were organized in conjunction 
1·Ji th a university. The growth of Norttr,;es tern University 1 s 
music program v;as an example of the direction v1hich many of 
the early conservatories followed. 
l'~lusic instruction began at Northwestern University 
when the Evanston College for Ladies, •::ith its Jvlusic Depart-
ment, became a part of the University in 1873. All finan-
cial and educational responsibilities were assumed by the 
head, and a percentac;e of the receipts went to the Univer-
sity Treasurer. The Director made v1hat profit he could. 
In 1891, Peter Lutkin became the Director, and the 
ffJusic Department came under the control and supervision of 
the university authorities. At this tirae, the Director 
was paid and given a full professorship. Consequently, 
80Boston University, Reports of the President and 
Treasurer, 1954, p. 21. 
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courses for amateurs, for those intending to become profes-
sionals, and for an advanced course leading to the Bachelor 
of Music degree were added. Four years later, the School 
of ~lusic was organized v;i th its own Dean and Faculty, 
justified on the same basis as the existing University 
Schools of Law, Medicine, Pharmacy, and Den tis try, 'Iii thin 
this framework, music was not hampered or subordinated to 
any department of the University. Moreover, the students 
had the advantage of academic surroundings and opportunity 
for advancement in general education while they specialized 
in music. 81 The purpose of the School was stated as 
follows: 
The aim has been to establish a thorough profes-
sional training-school in the higher branches of 
music-study, either as theoretical, practical, or 
creative art. Provision is also made for the study 
of music as a p~rt of general culture, or as an 
accomplishment.~2 
Instruction was given in the Theoretical School and 
the Practical School. In the latter, a certificate was 
given for the Normal or Artist's Course, while a certifi-
cate for the Normal Course or a degree could be earned in 
the Theoretical School. The requirements for the degree 
were described as follows: 
8lp. c. Lutkin, "The School of l·lusic in the Univer-
sity," !llusic Teachers National Association Volume of Pro-
ceedings, Series l (l90o), p. 32. -----
82Northwestern University Catalogue, 1895-96, p. 228. 
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The candidate for a degree must, in addition to 
higher theory, compose a work for chorus and orchestra 
of some length, and introduce examples of five part 
writing and contrapuntal treatment of voices, also 
prove his knowledge of English literature, mathematics, 
and his choice of Greek, Latin, German, or French.b3 
In addition to the degree, the Graduate in Husic was awarded 
in 1902 for the completion of the four-year Collegiate 
l-!usical Course or applied music. By 1911, the Bachelor 
of ~Iusic degree was offered in applied music as well as 
in theory. Requirements for the degree in theory or 
history were listed in 1913-14 as follows: 
1st year 
Ear training and dictation 
History of music 
Harmony 
Form and analysis 
Counterpoint 
College study 
Ensemble and physical culture optional 
2nd year 
Ear training and dictation 
Form and analysis 
Counterpoint 
Instrumental composition 
Vocal composition 
College study 
Ensemble and physical culture optional 
3rd year 
Counterpoint 
Instrumental composition 
Vocal composition 
College study 
Ensemble and physical culture optional 
4th year 
Instrumental composition 
Vocal composition 
College study 
Ensemble and physical culture optional 
In addition, one-fourth of the total number of' credits for 
the de::;ree was to be pu-rsued in the Liberal Arts Colle,;;e; 
one course in general physics was required. Either an 
original work or a composition assigned by the faculty 
and scored for full orchestra was requested.84 
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Though Northwestern University was one of the larger 
and more successful schools of music in the miduest, many 
other conservatories followed a similar plan. Ohio 
'llesleyan University listed a Teacher of Vocal r.lusic 
among its faculty as early as 1846. In 1877, Theodore 
Presser became the Director of the 14usic Departr11ent, and 
11 the School of r.lusic was established as an integral part 
of the university." 85 
The music program at Ohio Wesleyan University in 
the latter part of the nineteenth century was character-
istic of many conservatory programs. Students who com-
pleted courses in pianoforte, vocal culture, and organ in 
addition to lectures in music history, composition, and 
84Yont, S2£· cit., p. 149, citing Northwestern Univer-
sity Catalogue, 1913=14. 
8"'o· · \' 1 u · · t c t 1 1901 -  nlo \es eyan nlversl y a a ogue, __, p. 62. 
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choral class received the diploma of the University or a 
Certificate of Proficiency. 
Not all conservatories were as successful as North-
western and Ohio \·lesleyan. Universities, such as Nebraska, 
Colorado, and Washington, made several attempts to estab-
lish conservatories, but the schools were short-lived. Not 
until the twentieth century were permanent music pro~rams 
organized in these schools. 
From 1880 until about 1910, the conservatory move-
ment gained great impetus. Rose Yont, in The Value of 
Iv!usic in Education, lis ted thirty-six conservatories 
which were established during this period. 85 Approximately 
six of these colleges had religious affiliations. All were 
mid1·;estern or ·::estern institutions. 
Similar to the conservatories, schools of music 
originated as part of the many large universities, the 
peak period being from 1880 until 1900. One of the earlier 
ones was the School of ~lusic of Ann Arbor 11hich was an out-
growth of the University Nusical Society. This school was 
organized in 1880, the same year in which a Music Depart-
ment 1·1as established in the University. The administration 
was organized as follows: 
86Yont, 2£· cit. 
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Its board of directors includes the president of' the 
university, several instructors, and other prominent 
citizens. The head of the school of music is also 
professor of' the musical department in the university. 
So, while not a department of' the university in a 
legal sense, it is intimately connected, and has ~ 
curriculum in accordance with university ideals.BT 
By 1913, diplomas Here given for work in demonstra-
tive and theoretical studies. The former course required 
enough applied study to ;ive a pro:;ram in public from 
memory while the latter course consisted of such studies 
as solfege, harmony, counterpoint, music history, and 
composition. For the normal course, the student could 
give a recital for the directors and teachers instead of 
in public because "some through nervousness or lack of 
voice or other reasons, still make excellent teachers, 
and are deserving of this recognition.•• 88 In addition, 
some pedagogical work i'/as required, as this course was to 
prepare teachers. Two ~rears of study were required for 
ti1e public school music course which led to a "life cer-
tificate without further examination." 89 All courses 
Here purely musical, and no academic work was required 
until after 1914. The School of Music of the University 
of l<lichigan served as a leader in the conservatory approach 
to music education in the universities. 
87Yont, ~· cit., p. 155. 
ssibid., p. 150. 
89Ibid. 
Although many schools of music were affiliated with 
universities, often r.msic failed to receive equal status 
with other subjects. In fact, the University of Kansas 
stated this very clearly by writing: 
Hembership in the Department of !Vlusic constitutes 
membership in the University, but~ not necessitate 
the study of other branches. The advantages of the 
Deoartment ~open to all, whether connected with the 
University or not. At the ~ time, all students of 
music, ~ far ~ possible, ~ urged to take at least 
one other study in the University, that onesidedness 
of training may be avoided, and the intellectual pro-
gress keep pace with the artistic development.90 
The University of Illinois followed a similar plan to that 
of Harvard University. Credit was offered for courses in 
music history and theory but not in applied music. In 
1894, the catalogue announced: 
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The department of music is desicned to fill a demand 
for a practical musical education. The courses offered 
are intended to give the pupil a thorough foundation 
for a musical education and to prepare him for entrance 
into any school devoted exclusively to the more advanced 
study of music •••• These courses (history of music, 
harmony and counterpoint) bu~ no~ the practical v:ork in 
music, may be taken for credlts ln the College of 
Literature.91 
However, in 1897, the School of !Vlusic was opened with a pro-
zram leading to the Bachelor of !Vlusic degree, and the Univer-
sity of Illinois continued to give credit for applied music 
study.92 
9°university of Kansas Catalo~ue, 1885-86, p. 54. 
91university of Illinois Catalogue, 1894-95, p. 33. 
92University of Illinois Catalogue, 1897-98, p. 135. 
By the first decade of the twentieth century, the 
Bachelor of l•1usic degree was generally a four-year course. 
A characteristic of r.~any schools of music, however, v1as 
the requirement of original v10rk in theory and a thesis 
in addition to the regular course work. An example of 
these requirements at the University of Iowa in 1909 was 
as follows: 
. • • a composition in five part harmony, v·:i th 
original counterpoint and fugues at least twenty 
minutes long in the following form: (a) a choral 
work of three movements, one being for accompanied 
solo voice with the accompaniment for strin9s{ piano 
or organ, (b) a sonata for piano or organ, \C) a 
quintet for strings. 
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An essay . . • to show points of similarity and of 
divergence in two standard works of harmony. A further 
requirement was study in four and five part harmony, 
counterpoint, and double counterpoint in Sths, lOth, 
12th, and 15th, and canon and fugue in three and four 
parts. Instrumentation included a critical }moviled::;e 
of Elijah,93 
This practice continued in many schools of music 
and conservatories as late as 1950. 
In the far Vlest, the University of Oregon vms one of 
the first schools of music to award the Bachelor of l•lusic 
degree, In 1886, a Chair of Music was established,94 and 
the first Bachelor of r.\usic degree was av;arded to t·c~o young 
93Yont, ~· cit., pp. 167-168. 
94university of Oregon, Annual Reports 
dent of the Board ofRe<cents, 1885-86, p. 18. 
of the Presi-
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ladies in 1891. 95 In keeping with the practice in other 
schools of music at the ti~Ge, emphasis 1·:as placed on 
piano, voice, and harmony. 
Other music schools 1·1hich began before the twentieth 
century were the University of Oklahoma in 1892, the Univer-
sity of \'/isconsin in 1894, and the University of \'iyoming in 
1898. The latter institution was supported by private 
enterprise and then became the l'lyominc; State Sciwol of 
11 usic in 1904.96 
Though most conservatories and schools of music 
stressed applied music study within the Bachelor of J•ftusic 
degree program, the Universities of Pennsylvania and Yale 
emphasized the theoretical and historical aspects of 
music. The Uni versi t:,~ of Pennsylvania began its music 
program the same year that Paine was made a professor at 
Harvard College. In 1877, the following announcement was 
made: 
The Degree of BACHELOR OF JIJUSIC Viill be conferred on 
those who attend two courses of lectures and pa~s satis-
factory periodical and final examinations thereon.97 
In order to enter the department, a lmowledge of the 
rudiments of music and the ability to play an instrument 
95university of Oregon, Annual Reports 
dent of the Board of Regents, 1891-92, p. b. 
9Sy t ·t on , S2E_. .£:!:_. 
of tile Presi-
97university of Pennsylvania Catalogue, 1877-78, p. 20. 
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was required, piano or organ being preferred. \·ihile the 
first year \'las devoted to the study of har[l]ony, the second 
\'las reserved for the study of counterpoint and composition. 
Students who took the 1·1hole course uere eli~ible for the 
Bachelor of Music degree. However, the student v1as 
required first to pass an examination in harmony, counter-
point, and composition. In addition, an original cor.1posi-
tion at least twenty minutes in length containing a fugue 
and accompaniment \'las required. A written statement was 
needed to validate that the work was done unaided.98 If 
the student wished to take only two years of v10rk, he 
received the Certificate of Proficiency in Jllusic. 
In the early days of its history, Yale College had 
a similar curriculum to that of Harvard Collec;e. ~usic 
stud~r was not generally accepted. However, vocal music 
instruction was given at an early date for the following 
announcement appeared stating: 
VOCAL MUSIC--Gratuitous instruction in Vocal Husic 
is given during a part of the year (the exercises being 
open to members of all the Departments of the College), 
subject~ however, to a small charge for fire and 
lights.:19 
98university of Pennsylvania Catalogue, 1880-81, 
p. 52. 
99aeorc;e vlilson Pierson, Yale Colle;;;e: An Educa-
tional History, 1871-1921 (Ne\'1 Haven: Yale University 
Press, 1952), p. 71. 
The present foundation for the School of Music at 
Yale University began in 1854 when Joseph Battell gave a 
gift to provide for scientific instruction in music. 
Gustave Jacob Stoeckel was appointed Instructor in Vocal 
!1\usic, but his duties were largely devoted to the organ 
and choir. No credit was allowed for music, and Stoeckel 
was listed after the tutors and foreign professors. 10° 
In 1893, classes i'lere opened to male and female 
students, and those v1ho finished course three were 
eligible for the Certificate of Proficiency in Harmony. 
Hritten and viva~ examinations were required in four-
part harmony, music history, and the primary forms, in 
addition to analysis and an original work. After the 
completion of the certificate, the student taic;ht become 
a candidate for the Bachelor of Music degree. For this 
degr"ee, he needed to demonstrate his proficiency in tl'lo 
languages, such as Greek, German, Latin, French, or 
Italian. Further examinations were required in counter-
point, canon, fugue, and the larger forms of composition. 
An original work in a form designated by the instructor 
completed the requirements. 10l In 1894, the year in >Jhich 
the music department became a separate school, three men 
100Ibid., p. 59. 
lOlYale University Catalogue, 1893-94, p. 191. 
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\lho had previously received the Bachelor of Arts degree from 
Yale, and one girl were avmrded the Bachelor of Husic 
degree.l02 
Public school music was not a part of the Yale 
University curriculum. In a letter to Peter Dykema in 
1925, David Stanley Smith wrote from Nev1 Haven: 
The Yale School of r-lusic devotes its energy solely 
to the training of musicians in music itself. It does 
not attempt to go into the field of what you term 
"music education" •••• Yale has never ventured into 
this field (except a small and unsuccessful attempt 
during two or three years) but has concentrated its 
energies on teaching music as music on the theory 
that it is better to do one thing very v:ell than 
many things only fairly well.l03 
By 1928, a major in research and criticism was added. 
t1oreover, a Yale graduate v1ho had earned the Bachelor of 
Arts degree or Bachelor of Philosophy de;ree ·v1i th a music 
major was permitted to earn the Bachelor of Husic degree 
104 
after one year of further study. Yale University and 
the University of Pennsylvania have continued to stress 
the theoretical and historical aspects of t;msic instead 
of applied music study. 
102Yale University Catalogue, 1894-95, p. 378. 
103Peter w. Dykema, "Higher Degrees 
tion," ~lusic Teachers National Association 
ceedings, Series 20 (1925), p. 77. 
in Nusic Educa-
Volume of Pro-
l04Yale University Catalogue, 1928-29, p. 322. 
In the latter part of the nineteenth century, the 
Bachelor of ~1usic dec;ree could also be earned by passing 
an examination. ·~lhile Ed•:1ard Bowman was studying in 
London, he was urged to take the College of Organists 
examination. This gave him the idea to institute a 
similar plan in this country. With the help of the Music 
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Teachers National Association and its President, F. B. Rice, 
an American College of Musicians was organized in 1884. 
This group was an examining and certifyin;:; body 1·1i th the 
purpose of protecting the public from incompetent 
teachers and of protectint; teachers who had adequate 
preparation. Three levels of attainment, associate, 
fellow, and master, were planned. 105 In 1891, the "col-
le"·e 11 b became a charter member of the University of the 
State of New York. 106 The Music Teachers National As so-
ciation Report in 1897 announced that: 
A plan has been adopted by which those 1·1ho have 
passed the Associateship or Fellowship examinations 
of the College will receive credit therefore toward 
a University Degree as Bachelor of Husic.l07 
105Edward M. Bowman, "History of the Organization 
of the American College of ~1usicians, 11 Music Teachers 
National Association VolurJe of Proceedings, Series 7 
( 1912)' p. 150. 
l06"0fficial Report of the Nineteentn Annual ~1eeting," 
Music Teachers National Association (1697), p. 3. 
l07Ibid., n. p. 
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Examinations were to be held at the time and at places which 
were deemed advisable by the college. The notice furtner 
stated that, "candidates may be examined in one or more 
subjects separately, whether in theory or technic."l08 
Because the examinations were so difficult, fe1; candidates 
passed, and as a result, the number of applicants decreased 
rapidly, The "College" ceased to exist. 
Though Bachelor of !liusic degrees of var;)'ing standards 
have been awarded since 1873, many institutions 1·1ere slow to 
recognize music study for college credit. In discussing 
American musical scholarship in 1906, 'ilillard Kimball 
stated: 
The recognition of music in our universities and 
colleges has been tardy and reluctant because too much 
emphasis has been placed upon execution and too little 
upon science. It is because applicants for positions 
in these institutions have themselves given too little 
time to the cultivation of the intellectual side, and 
are not able to express in forceful language the 
arguments which would not fail to command respect. 109 
As a result of the ~10rk of the Husic Teachers National 
Association and the United States Commissioner of Education, 
Arthur Manchester conducted the first national music survey 
l08Ib"d --~-·' n. p. 
l0911lillard Kimball, "The School of Jc!usic As a Place 
for Study," Music Teachers National Association Volume of 
Proceedings, Senes 1 (1906), p. 42. 
under government auspices. 110 Questionnaires \·1ere sent to 
independent schools of music, colleges and universities, 
colleges for women, normal schools, and secondary schools. 
As a result of the study, l-lanchester found a lack of 
systematic courses of instruction, varying standards of 
merit, and a lack of cooperation on the part of music 
teachers. 111 In speaking of the reasons why formal music 
education had taken so lon::; to make progress, Hanchester 
~·1rote: 
~lusic has not been considered so vi tal a part of 
the political, moral, and social life of t;-,e nation 
as those arts upon which depends the earning capacity 
of individuals. Not only were its exponents compelled 
to clarify their own views concerning its purposes and 
methods, to find themselves, in short, but also to 
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make head against a public opinion dominated by strone:; 
utilitarian ideals. The absence of unifying agencies 
has v1eakened, and too often nullified, the efforts of 
musicians, leaving them solitary and unsupported in 
their attempts to build up an educational music system. 
Yet, unsatisfactory as are many present conditions, the 
change from the unmusical psalm singin.; of the Puritans, 
the ambitious rather than musically satisfying concert 
performances of fifty years ago, and the low state of 
musical taste of a large part of the nineteenth century, 
to the artistic concerts, the immense attendance upon 
public performances, and the higher state of musical 
culture and critical acumen of the people nol'i Hitnessed, 
is indicative of a long stride forward.ll2 
ll 0Arthur L. !1lanchester, Music Education in the United 
States, ~· cit. 
lllArthur L. Hanchester, "The Statistics of Musical 
Education," Husic Teachers National Association Volume of 
Proceedings, Series 2 (190'(), p. 47. 
112Manchester, Husic Education in the United States, 
£Q· cit., p. 16. 
In 1919, another United States Government study was 
done on the present status of music. The report stated: 
Credit for applied music toward the bachelor of 
arts or bachelor of science degree is granted in 112 
colleges, ;vhile 203 colleges offer the degree of music 
bachelor or special certificates or diplomas in music. 
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Public-school rausic is taking an increasing share 
in college music work, 36 colleges offering courses ~ 
leading to diplomas or certificates in this subject. 1 l~ 
Seventy-seven institutions conferred the Bachelor of rl!usic 
degree.ll4 Standards and requirements varied greatly, 
however. 
Due to the work of many conscientious music teachers 
and professional organizations, the standards of tne Bachelor 
of rl!usic degree were raised to meet or excel those of other 
bachelor's degrees. In 1924, the National Association of 
Schools of ~\usic ·,~as organized. This organization has been 
the most poHerful group in establishinG and promoting high 
standards for music degrees. The effects of this Associa-
tion and other organizations will be discussed in Chapter IX. 
Gradually, the Bachelor of Music degree car.1e to repre-
sent a music program that had emphasized applied music study 
and other basic music courses. Usually approximately '(0 per 
ll3present Status of Husic 
and High Schools, 1919-20-,-United 
tJ.on, Bulletin No. 9 (Hashington: 
Office, 1921), p. 6. 
114Ibid., p. ll. 
Instruction in Colleges 
States Bureau of Educa-
Government Printing 
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cent of the required courses v1ere in music and the remainine; 
30 per cent in academic subjects. In a survey of the 
courses in forty schools in 1939-40, Vincent Jones found 
that 27.4 per cent of the l'lork was required in non-music 
courses and the remainine; 72.6 per cent were in music 
subjects,ll5 
\{ithin the last three decades, the Bachelor of Music 
de[;ree proe;ram has continued to expand, and ne11 areas of 
specialization have developed within the degree curriculum. 
The most frequent areas of music study are church music, 
composition, conducting, criticism, music education, music 
history and literature, music theory, opera, organ, piano, 
string instruments, voice, wind, and percussion. 
In 1944, the Bachelor of ll'lusic dec;ree in Music 
Therapy was established, and four years of study, plus an 
internship of six months, were required. In 1950, the 
National Association of !1usic Therapy v1as organized; this 
Association has helped to raise standards and develop new 
technics for music therapy. 110 
ll5vincent Jones, Music Education in the College_ 
(Boston: C. C. Birchard and Company, 194'?T, pp. l'7S-l7o. 
ll6Roy Underwood (chairman), "Report of Committee 
on Music Therapy," National Association of Schools of 
~lusic, Bulletin No. 48 (February, 1960), p. 47. 
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In addition to being a degree for the preparation for 
the music profession, the Bachelor of ~1usic degree has 
become the undergraduate degree considered a prerequisite 
for advanced study leadinc; to the !llaster of I,lusic and 
Doctor of !llusical Arts degrees. 
Similar to the Bachelor of !llusic de;ree in purpose 
and content are the Bachelor of School l•lusic, Bachelor of 
Public School ~iusic, and the Bachelor of Husic Education 
degrees. Because these degrees are so closely related, 
they will be discussed in the next section of this chapter. 
IV. THE RISE OF OTHER HUSIC BACHELORS 
D:CGREES IN fiJUSIC 
Degrees for music teachers in the public schools have 
taken several directions. The most common degrees for music 
educators are the Bachelor of Science degree and the Bachelor 
of !IJusic degree. However, around the 1920's, two other 
degrees developed, the Bachelor of School Husic and the 
Bachelor of Public School !llusic. Similar to the rise of 
the Bachelor of ~1usic degree, ~1usic Education degrees r1ad 
Certificates and Diplomas in Public School !1usic as their 
predecessors. For example, the New England Conservatory 
of Husic maintained a Department for Trainint; Teachers of 
Public School !llusic as early as 1883, and in 1891, ten 
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certificates were awarded in Public School Nusic. 117 These 
students were able to \'IOrlc -,lith Hosea Holt in the public 
schools of Boston. Another outstanding faculty member was 
Alexander Graham Bell, the inventor of the telephone. 
Bell gave instruction in public school music and tonic 
sol fa. However, the Bachelor of School liiusic degree 
~as not offered by the New England Conservatory of Nusic 
until 1926. 
Northwestern University was also concerned with 
public school music, introduced methods courses in 1904, 
and awarded a diploma for a two-year course in 1910. 118 
Three years later, the Peabody Conservatory of Nusic 
a·,~arded the Certificate in Public School Husic.ll9 Other 
conservatories and university schools of music followed a 
similar plan. 
The University of \!lashing ton was one of the earlier 
schools to offer a four-year program leading to the Bachelor 
of Music degree in Public School Music. The course vras out-
lined as follows: 
ll7New England Conservatory of Husic Catalogue, 
1891-92, p. 13. 
ll8Yont, ££• cit., pp. 147-148. 
ll9Peabody Conservatory of f•1usic Catalogue, 1936-37, 
p. 81. 
lst year 
English composition 
Modern language 
Notation and terminology 
Ear training and dictation 
2d semester 
Sight singing 
Elementary theory 
Folk dancing 
Applied music 
Choral study 
2d year 
l·lodern language 
Physics 
Harmony 
Musical history 
Musical appreciation 
Child voice 
(Grades) 
Applied study 
Choral study 
3d year 
Modern language 
Political science 
Harmony 
!4ethods 
Applied music 
4th year 
Philosophy 
Form and analysis 
Advanced methods 
(Normal and high school conducting) 
Husical appreciation 
Applied music 
Education 
8 hours 
4 
0 
4 
2 
4 
2 
4 
2 
8 hours 
8 
4 
4 
.-, 
L 
2 
4 
2 
8 hours 
' 0 
4 
4 
4 
4 hours 
4 
4 
4 
4 
l 
Candidates 1-1ere also advised to prepare to teach another 
subject since many schools preferred a music teacher who 
could teach in a second area. Although this degree was, 
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in reality, a Bachelor of ~1usic degree, it is representative 
of the Bachelor of Public School Music in its organiza-
tion.l20 
Karl Gehrkens, who became an Associate Professor of 
School Music at Oberlin Conservatory in 1912, 11as one of 
the pioneers in the formulation and structure of the 
Bachelor of School Husic degree. Since "courses for music 
supervisors in public schools had been offered since 1900," 
it was only natural f'or Gehrkens to continue the program. 121 
In spealdng about the development of a colle:c;e curriculum 
in music education, he said: 
Oberlin was one of the very first schools in the 
country to recognize the fact that "public school 
music'' is not to be thought of merely as singing 
do-re-mi, but as an all-round introduction of children 
and music to each other in order to enrich the spiritual 
life of as many human beings as possible.l22 -
As an active member of the l•1usic Supervisors National Con-
ference, Gehrkens served on the ''Educational Council'' which 
11as organized in 1918 as part of the Husic Supervisors 
National Conference. The purpose was to permit the older 
and wiser music educators to impart some of the acquired 
l20Yont, ~· cit., pp. 199-200, citing University of 
'Jashington Catalogue-;-1913-14, p. 263. 
l2lcowin, ~· cit. 
l 22Karl \t/ilson Gehrkens, "The Development of a Col-
lege Curriculum in l~usic Education, 11 !l[usic Educators 
Journal, XLVII (1960), p. 31. 
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knowledge to the younger members just entering the field. 
Gehrkens served as the chairman of the first committee 
whose aim was "to investigate, report on, and make recom-
mendations concerning the training of music supervisors." 
At the same time, the United States Department of Education 
made a survey of the existing music courses in all colleges 
in the United States. 123 As a result, Gehrkens believed 
that four years of collec;e work leading to the bachelor's 
degree 1·1ere needed for music supervisors. He proposed a 
program in which one-half of the time would be devoted to 
music courses which included applied music, theory, and 
history. One-fourth of the time was to be devoted to 
education subjects, such as educational psychology, prin-
ciples of teaching, the philosophy of education in addition 
to classes in music education, observation, and practice 
teaching. The remaining fourth of the time v;as to be spent 
in the liberal arts area and included suci1 studies as 
. h' t f . l d 124 Engllsh, speech, lS ory, orelgn anguages, an so on. 
After a bitter struggle, Oberlin accepted the proc;ram which 
soon became a success. In describing the four-year course 
at Oberlin, Gehrkens wrote: 
l 23Present Status of ll!usic Instruction in Colleges 
and Hi9h Schools, £2.· Clt-.-
124Ibid., p. 32. 
This freshman year was not easy, for the student 
practiced applied music some four or five hours a day, 
he went regularly to his classes in English, theory, 
terminology, and eurhythmics; and in the evening he 
studied hard at his desk. But on the v1hole our fresh-
men in those days 11ere happy in their work and l'iell-
adjusted in their personal and social lives.l25 
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The Trustees voted to give the degree of Bachelor of School 
!llusic in 1921, and three candidates received the dee;ree in 
1922. In 1942, the degree was changed to the Bachelor of 
Nusic Education (ed. !•ius. B.) and to the Bachelor of I·,1usic 
v1ith a Major in 1•1usic Education in 1959. 120 
\-lith the origin of the new degrees of Bachelor of 
School 1,\usic, the Bachelor of Public School ~1usic, and the 
Bachelor of Nusic Education, many students tool: extra 
courses in order to qualify for more than one degree. 
1·\any earned a Bachelor of r.lusic Education degree in 
combination with the Bachelor of l"lusic degree in applied 
music or a music education degree in coro1bination i'li th a 
Bachelor of Arts or Science degree. 
The Bachelor of r.lusic degree has had a history of 
varying requirements and standards. !"lusic 'iias an important 
study in the early women's academies because it added to 
the charm and graces of the young lady. ';Jhen the conserva-
tories were established in the nineteenth century, great 
emphasis was placed on technical performance. I'·1any music 
programs in universities, however, began as an extra sub-
ject to be studied without credit. Standards varied 
greatly, and as a result, many considered tne dec;ree 
inferior. Through the efforts of professional organiza-
tions and accrediting agencies, this degree has become 
equivalent to other bachelors degrees. The Bachelor of 
I'·1usic degree is generally preferred by professional 
musicians. 
At different periods in the history of bachelors 
degrees in the United States, new degrees have originated 
to meet certain needs--vocational or otherwise. Although 
these degrees have not been too prevalent, it is desirable 
that they be considered within the scope of this study. 
The ensuing chapter 1·1ill consider the development of other 
bachelors degrees Hhich allowed concentrations in music. 
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CHAPTER VIII 
THE RISE OF OTHER BACHELORS DEGREES viiTH 
A !MJOR IN iVIUSIC 
Although Schools of Fine Arts were organized by the 
latter part of the nineteenth century, the Bachelor of Fine 
Arts de6ree with a major in music did not appear until a 
more recent date. As Yale University organized a Fine Arts 
Department in 1864, this was probably tile first such insti-
tution in this country. 1 Five years later, an endowed Pro-
fessorship of Painting and Design was instituted, and the 
2 first Bachelor of Fine Arts degree was given in 1891. 
However, the Fine Arts School has never included music as 
Yale University has maintained a separate ~lusic School 
since 1894. 
Syracuse University established a College of Fine 
Arts in 1873, but separate degrees, such as the Bachelor 
of Architecture, the Bachelor of Painting, and the Bachelor 
of Music, were awarded.3 
l\1/al ter Crosby Eells and Harold A. HaSivell, Academic 
Degrees, United States Department of Health, Education, and 
Welfare, Bulletin No. 28 (Washington: Government Printing 
Office, 1960), p. 144. 
2Yale University Catalogue, 1928-29, p. 303. 
3Eells, loc. cit. 
The New England Conservatory of Music also had a 
School of Fine Arts by 1885. The purpose of this depart-
ment was announced in the catalo~ue for the academic year 
of 1883 to 1884 and read as follows: 
THIS DEPARTII1ENT 
Has been added to enable those wishing to make a 
special study of art, independently, or in connection 
with other studies, to secure the best facilities 
under competent teac:ners.4 
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Certificates and diplomas were given for the comple-
tion of the course, and the Directors of the Conservatory 
were "determined to make this a School of Fine Arts second 
to none in America."5 However, no music courses were 
included, and in 1896, the School of Fine Arts was trans-
ferred to the Cowles Art School on Dartwouth Street in 
Boston. 6 
Another University which had a School of Fine Arts 
prior to 1900 was the University of Kansas. This School 
offered courses in music, painting, and elocution, and 
the Bachelor of Music degree was a1;arded. 7 Like the 
University of Kansas, the University of Oklahoma organized 
4New fngland Conservatory of Music Catalogue, 
1883-84, p. 37. 
5rbid., p. 38. 
0New England Conservatory of 111usic Catalogue, 
1896-97,P. 52. 
7university of Kansas Catalogue, 1894-95, p. 50. 
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a School of Fine Arts in 1901 and the exis tin::; i•lusic School 
became a part of the new School. Seventy-seven students 
were enrolled by 1903. However, in 1924, the School of 
Fine Arts was changed to a College of Fine Arts havinc:; 
three subordinate Schools, Painting and Design, Dramatic 
Art, and ~lusic. 8 This School of Fine Arts ·,;as originally 
established on equal terms with other schools on the 
campus, and: 
All courses in the theory and history of music and 
art were at once recognized as elective courses in 
the college of liberal arts and up to thirty of the 
one hundred twenty semester hours required for the 
A. B. degree, • . • The courses leading to the bachelor 
of music degree were made strong and effective enough 
so that it would even satisfy the scientists ••.. 
The School of Fine Arts has more students than any 
school in the University except the College of Liberal 
Arts.9 
The Bachelor of Fine Arts degree with a music major 
has grown in popularity within the last two decades. 
Applied music, history and literature, and music education 
are the most frequent areas of specialization. Some col-
leges and universities which grant this degree are the 
Universities of Arizona, Iowa, Southern California, and 
8Roy Gittinger, The University of Oklahoma 1892-
(Norman: University of Oklahoma Press, 1942), p. 126. 
9Frederick Holmberg, ''Discussions of State Univer-
sity IV!usic Department, II r1usic Teachers National As so cia tion 
Volume of Proceedings, Series 16 (1921), p. oo. 
Texas, as well as Ithaca College, Hendrix College, and the 
New England Conservatory of Music. 10 
Other degrees with a music emphasis have appeared 
from time to time. A few examples are the Bachelor of 
Philosophy, the Bachelor of Letters, the Bachelor of 
Pedagogy in !VIusic, the Bachelor of Science in Education, 
and the Bachelor of Education degrees, The first two 
degrees were offered by the University of West Virginia 
in 1897. While the Bachelor of Philosophy required five 
courses in music, the Bachelor of Letters permitted the 
election of six music courses toward the de~ree. At 
least two of the courses had to be chosen from harmony, 
counterpoint, theory, or analysis,ll The University of 
Syracuse, in 1907, offered the Bachelor of Pedagoc;y in 
music in the Teachers College of Education. Courses were 
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required in English, elocution, acoustics, modern languages, 
history, logic, psychology, the history of education, 
philosophy of education, neurology, educational psychology, 
school organization and management, and general methodology. 12 
lO''List and Classification of Institutional !VIembers 
of the National Association of Schools of 1·1usic," National 
Association of Schools of I•1usic, Bulletin No. 21 (April, 
1945). pp. 10-2 • 
llRose Yont, The Value of Nusic in Education (Boston: 
Richard G. Badger, l9lo), p. 124. 
12Ibid., p. 118. 
In 1909, the Bachelor 1 s Diploma in Education was listed in 
the Catalogue of Columbia University. 13 This degree was 
for ladies, however, wi1o \'ere preparing to teach music in 
the public schools. Except the Bachelor of Arts degree 
and the Bachelor of Science degree, other non-music 
bachelors degrees with a music emphasis are by far in 
the minority. \vi thin the latter group, tr1e Bachelor of' 
Fine Arts has become the most popular in recent years. 
13columbia University Catalo;ue, 1909-10. 
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CHAPTER IX 
THE INFLUENCE OF PROFESSIONAL ORGANIZATIONS AND 
ACCREDITING AGENCIES ON BACHELORS DEGREES 
IN THE FIELD OF lllUSIC 
As a need for more and better trainin::s for teachers 
arose in the nineteenth century, teachers began to organize 
themselves with the purpose of exchanging ideas and for 
raising standards in teaching. These groups have grown 
from a small body of music teachers, or6anized in Boston 
in 1869 to raise standards of music, to r,msic organizations 
with memberships as high as 36,000 music teachers. In the 
twentieth century, accrediting agencies were founded in 
order to bring about higher standards and common require-
ments in teacher education and music pro_c;rams. As a 
result of the work of the above groups, the baccalaureate 
degree in music is nov1 an accepted and respected study 
within colleges and universities. This chapter will 
consider the significant influences and accomplishments 
of these organizations and accrediting agencies. 
I. THE MUSIC TEACHERS NATIONAL ASSOCIATION 
With Eben Tourjee as the leader, the first assemblage 
of music teachers was or;anized in Boston in 1869. This 
group was called the National l1usic Congress, and the 
objectives of the group were "to arrive at a greater unity 
of purpose and of method in the musical development of the 
American people." 1 Though the group was inspired by the 
World's Peace Jubilee which was held in Boston in July, 
1869, the organization did not survive after the third 
meeting. However, the idea for organizations for music 
teachers had been planted. Seven years later, Theodore 
Presser of Delaware, Ohio, founded the l•lusic Teachers 
National Association. Since the status of music teaching 
was at such a low ebb, Presser's aim was the development 
of an organization similar to the National Education 
Association. 2 The first meeting with Eben Tourjee as the 
President was held in Ohio on December 27, 1876. Public 
school music teachers, piano, and voice teachers, as well 
as conservatory managers were in attendance. Oric;inally, 
the meetings were general sessions for all members, but 
as membership increased, committees were created and, in 
1896, a Committee on Husic in Colleges and Universities 
was organized. 
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1Edward Bailey Birge, History of Public School Music 
in the United States (Bryn ~1awr: Oliver Ditson Company, 
193"1'), p. 231. 
2\liilliam H. Dana, "The Beginnings of theM. T. N. A.," 
l~usic Teachers National Association Volume of Proceedings, 
Serles 9 (1914), p. 179. 
During the first quarter of the t11entieth century, 
the !'1usic Teachers National Association was very active 
and endeavored constantly to improve the status of music 
in higher education. This organization has continued to 
sponsor and urge studies on music in colleges and propa-
gandized in particular for the acceptance of applied music 
for credit in colleges. 
The first study completed by the Committee on Col-
leges and Universities was a survey of existing music 
practices in colleges. In 1897, questionnaires were sent 
to 900 colleges; 300 replied. Of the 300 colleges, 172 
offered some music while 128 had no music departrnent. 
Sixty-six colleges accepted music credits tov1ard the 
degree, with 106 colleges counting applied music as an 
extra subject. Of the 66 institutions which allowed 
credit toward the degree in music, 25 offered instruction 
only in theoretical courses, 5 offered instruction only 
in practical music, and 36 offered instruction in both 
practical and theoretical rnusic.3 
In 1907, the Eastern Educational lVIusic Conference, 
an organization of collegiate teachers of music and some 
selected secondary school teachers of music, conducted a 
3a,,orge Coleman Gow, "Conference on I,lusic in the 
College and University," Music Teachers National Associa-
tion Volume of Proceedings (1897), p. 33. 
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survey of existing practices of music in colleges. With 
Leonard B. !'leV/hood, an active member of the Nusic Teachers 
National Association, as the chairman, questionnaires were 
sent to all colleges which exchanged catalogues with 
Columbia University and all the remaining colleges in 
the New England and Middle Atlantic States. Of 123 col-
leges studied, 16 granted credit for music at entrance 
and toward the bachelor's degree. Three colleges granted 
credit for admission but not t01·1ard the degree, and thirty-
nine institutions allowed credit in music toward the degree 
but not for college entrance. Seven colleges maintained 
departments of music but granted no credit of any kind for 
instruction in music, and fifty-eight colleges had no music 
department and granted no credit for music study. The 
replies of the colleges indicated a concern about the 
status of music in the Bachelor of Arts and the Bachelor 
of Music degree programs. About half of the colleges in 
the country recognized the value of music sufficiently to 
give credit while about half of these colleges had adopted 
this policy within a period of six years. 4 
Gantvoort described the early history of music in 
the colleges of America for the Music Teachers National 
Association meeting by writing: 
4Leonard B. I<Ic\'lhood, "The Present Status of ~1usic in 
Colleges," Music Teachers National Association Volume of 
Proceedings, Series 2 (1907), pp. 40-43. 
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The general oplnlon of college authorities at the 
beginning of the period under discussion was that music 
was almost a feminine study unfit for the study of men 
and unfit to rank in educational value with other 
branches of learning; of college status. To this was 
added the apparent difficulty of' properly evaluating 
studies in music in terms of academic units of credit. 
This deterred and discouraged all concerned. The pro-
blem seemed insurmountable for many years. It still 
raises its ugly head. Then, too, there 11as almost 
complete ignorance on the part of the Dons of' educa-
tional value of the various branches of music study. 
These factors retarded actiop for many years on the 
part of college authorities.) 
In the year 1906, the Music Teachers National Asso-
ciation began its Volume of Proceedings, and during this 
and the following year, the annual meetings were devoted 
largely to the study of music in colleges. Albert Stanley, 
of the University of Michigan, lectured on the importance 
of applied music, indicating that a student ···lith an applied 
major would no doubt put in three times as much preparation 
for his instrument as in his regular academic studies. 
Stanley believed that credit for applied music should be 
given even in colleges which offered a curriculum which 
vms planned as an "interpretation of life". He furtner 
stated: 
The character of the work 
credit should be given is no 
courses in language as such. 
and German that he may order 
for which this special 
more "specialism" than 
Does one study French 
his dinner without the 
5squire Coop, "The Status of fl!usic in Colleges and 
Universities in 1876 and Since," Music Teachers National 
Association Volume of Proceedings, Series 23 (1928), 
p. 235. 
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use of English, or does he through these languages come 
into closer contact with their literatures? The tech-
nical facility in music, that is, performance, for which 
credit is proposed is not an end, but a means to an end. 
No credit should be given for technic as such, but only 
as the means through which the student can come into the 
closest possible knowledge of and sympa th~' VIi th the com-
poser. To interpret is a worthy aim, next to creation 
the most satisfactory, and the endeavor fully to enter 
into the intentions of a great master is of itself 
inspiring. The ambitious student will ta:{e as great 
pleasure in observing his growing technical facility 
as the student of Latin takes in the realization that 
the niceties of construction and felicities of diction 
in his author are each day more clearly apparent and 
more easily grasped as he increases his control of 
technic. 0 
At the same meeting, Henry Sleeper of Smith College stressed 
the need of a general education for the musician and said: 
The musician, as much as any professional man, needs 
a general education. The more of spoken and written 
language which he knows, of literature, ancient as well 
as modern, of philosophy, of pedagogy, history, not 
confined to musical history, of science, including 
biology as well as physics or chemistry, of art and 
architecture, and even of mathematics, ••• the 
better equipped he is for his present needs and for 
meeting the duties of life.7 
Abram Tyler of Beloit College in viisconsin stressed 
the need for developing the reasoning powers of the student; 
he did not see the need for developing technical skills in 
college. In comparing music with surgery, he said: 
b Augustus Albert Stanley, "Music in the University," 
lftusic Teachers National Association Volume of Proceedine;s, 
Series l (1906), p. 28. 
'(Henry Dike Sleeper, "II!usic As a College Study," 
!l!usic Teachers National Association Volume of Proceedings, 
Series l (l90b), p. 49. 
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Nusic is an intellectual pursuit and a social force 
and requires of its exponents the analytical mind and 
cultured poise as much as any of the oti1er professions. 
Let us consider surgery. It requires as great skill of 
hand and eye as pianism. The old theory that a player 
or singer must be early trained as to his muscles surely 
finds here its '1/aterloo, for a musician is no more born 
to his art than is the surgeon •.•• The mere attain-
ment of technical skill is as possible ••. in a man's 
post-collegiate days as before. The students of 
rhythmic and motor muscle problems, the psychologists, 
assure us that the man of thirty attains as great 
muscular control and speed and as readily as the 
child; and the mechanic develops speed-control under 
experiment as readily as the finished player, What 
the college does for the surgeon, it can and must do 
for the musician, namely, teach him to ti1ink directly 
in his specialty, and then properly correlate h~s 
thinking to other lines of the world 1 s thought. 
The problem of music and music degrees in American 
colleges was the topic of many of the discussions at the 
meeting in 1907. Rossetter Cole, a Professor at the 
University of Wisconsin, urged that colleges raise their 
standards of scholarship and entrance requirements, as 
well as giving leadership. He said: 
• • • while the instructional forces in music are as 
yet too unorganized and too much lackinc; in intelligent 
aim to permit logically the conferring of musical 
degrees by the college authorities, yet we must con-
tinue to look to the college for leadership and 
guidance, not only in organizing the vast instruc-
tional forces at work in music, but also in bringing 
some degree of clarity9out of chaos, in respect to standards and methods, 
8Abram Ray Tyler, "!llusic in the College," 1ilusic 
Teachers National Association Volume of Proceedings, Series 
1 (1906), pp. 57-5 • 
9Rossetter G. Cole, "!llusical Degrees in American 
Collet;es," Music Teachers National Association Volume of 
Proceedings, Series 2 (1907), p. 39. 
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For the next two decades, the Association continued 
to discuss the place of applied music in the college. Both 
sides of the problem were presented. Those in favor of 
applied music for colle6e credit argued that a balance 
between music theory and music performance must be main-
tained. Bellamann continued this topic by saying: 
l'iusic, to be vi tal, must be heard, and to be heard 
must be performed, and performance of importance in 
music requires a highly developed technique. To 
acquire such a technique demands much time. The 
college president says it is time taken from more 
valuable pursuits. The compliant director of music 
accordingly devises an elaboration of theoretical 
studies and submits courses measurable in units and 
susceptible to grading. Thence derives all of the 
talk about music, and books about music, and more 
books about books about music.lO 
Those in favor of applied music study, likewise, wanted 
high standards and felt that applied music credit should 
be granted only for an advanced grade of wor;c and for a 
given cycle or course which was designed to acquire 
definite intellectual attainments. Technic should only 
be developed as a means to an end. 
Frank Damrosch, a faculty member of the Institute 
of Musical Art in New York City, ar6ued that the college 
1;as not the place to teach applied music. He reasoned 
as follows: 
lOH. H. Bellamann, "Notes on the Problems of [Vlusic 
Teaching in Colleges," Music Teachers National Association 
Volume of Proceedings, Series 26 (1925), p. oO. 
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A student of music who aspires to a career as public 
per1'ormer or high grade teacher must practice his 
instrument four to five hours a day besides devoting 
t11o hours to theoretical work. How can he add eighteen 
hours of collec;e attendance a l'ieek plus the necessary 
horne work to this already heavy schedule? 
It may be suggested that he attend college first, 
get his degree, and then begin the serious study of 
music. The late Franz Kneisel, one of the greatest 
teachers of the violin that ever lived, held that in 
order to attain perfect control of the instrument the 
technical training of the ear, hands and arms must be 
done between the eighth and eighteenth years, followed 
by further intensive studies in repertoire, ensemble, 
etc. In other words, while the general education must 
not be neglected, it must not absorb so much of the 
time and strength of the future musician as to inter-
fere viith his musical studies.ll 
Damrosch was not in favor of college degrees for musicians 
because: 
The qualities which make a musician worthy or the 
name and a music teacher an inspiration to his pupils 
cannot be measured by college degrees, nor are they 
likely to be developed by college training. The 
knowledge which forms the basis of true culture can 
be obtained outside of a regular college course and 
therefore the student of art can dispense with a 
four-year course of study, at least half of which 
is time needlessly lost from more important musical 
training.l 2 
Similar to the question of credit for applied music, 
consideration of the place and purpose or music in the col-
lege curriculum was given much attention at the annual 
11Frank Damrosch, "A College Der;ree in the Education 
of the I•lusician," IVIusic Teachers National Association Volume 
of Proceedings, Series 21 (1927), p. 82. 
12Ibid., p. 85. 
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meetings. In speaking of the purpose of music study in the 
liberal arts college, Boyd said: 
The liberal arts college keeps in view the develop-
ing of human po1·1ers for the purpose of raakin:; a large 
individual without any direct conception of ·,;hat the 
purpose of this enlargement is beyond the fact that 
such enlargement brings greater joy and a higher 
thrill in living and a consciousness of greater 
abilities.l3 
In contrast to the liberal arts colleges, the conserva-
tories or music schools ·,;ere the centers for training the 
performer or musician with a vocational interest. 
Only within recent ;years has the composer found a 
place within the American university. As early as 1906, 
the Music Teachers National Association was pointing out 
the need for serious study for the composer. So that he 
might be a man of liberal culture, be sympathetic towards 
all art and literature, and know himself and his talents, 
the uni versi t;y should offer an opportuni t;y for s tud~,r. Due 
to the efforts of the Association and other agencies, the 
composer has now received a place in the college curriculum. 
The ~lusic Teachers National Association also Harked 
for higher standards for music in the public schools. How-
ever, after the formation of the Music Supervisors National 
Conference, much of the work was taken over b;y the latter 
l3w. w. Boyd, ''Music in a Liberal Arts 
r!lusic Teachers National Association Volume of 
Series 20 ( 1925), p. 33. 
Course " 
' Proceedings, 
organization. Because the Music Supervisors National Con-
ference was primarily concerned with music in the public 
schools, the work of this ;roup was discussed in Chapter 
VI. As a result of the work of these or;aniza'cions, 
applied music is widely recognized with other college 
subjects; a balanced program for the teacher in the 
public schools has been maintained; and higher standards 
in all areas of music have been achieved. 
II. THE NATIONAL ASSOCIATION OF SCHOOLS OF MUSIC 
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The year, 1924, marked the founding of one of the 
most important musical organizations for colleges and 
schools of music, the National Association of Schools of 
tt;usic. This organization began at a conference in Cincin-
nati which was attended by a small group of directors of 
some of the leading conservatories. It was felt that music 
education needed an organization of a national scope to 
standardize music study as had other professional collec;e 
associations, such as law and medicine. 
Under the leadership of Kenneth Bradley, the move-
ment gathered momemtum. The chief objective of the 
Association was to set up standards for education in the 
field of music and the accrediting of schools on the basis 
of those standards. Membership was open to any institu-
tion whether it was an independent school or part of a 
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college or university as long as the institution offered a 
satisfactory course leading to the Bachelor of 11usic degree. 
In describing the situation of music in the early years of 
the Association, Howard Hanson said: 
To understand those days, which can only be described 
as pioneering, it is necessary to remember that condi-
tions in professional music education on the eve of its 
induction into the academic service were more than 
mildly chaotic. The basic professional degree, the 
Bachelor of Music, taken over originally from English 
practice, had almost lost any academic significance. 
In certain institutions the degree represented five, 
or even six, years of professional study beyond high 
school graduation. In other schools it might be 
granted without even the mildest academic pre-requisite 
of high school graduation, or might be granted while 
the student was still in high school. 
It was, I believe, the fear that the basic degree in 
music might be entirely washed out of the academic scene 
which, coupled with a desire for higher standards of 
professional training, first led the small band of 
pioneers to form the N. A. s. M. If it is true that 
an institution is the lengthened shadow of a man, it 
should be said that the N. A. S. M. is the lengthened 
shadow of a group of men who gave selflessly of their 
time and energy so that the impending calamity to music 
education might be met and conquered. Hany of these 
men have already passed on, having left the rich heri-
tage of their labors. Their names form a distinguished 
list, George Chadwick, Frank Damrosch, David Stanley 
Smith, vial lace Goodrich, Harold Randolph, Louise St. 
John Westervelt, Peter C. Lutkin, Gilbert Combs, 
Rosseter Cole, Albert Riemenschneider, John J. Hatt-
staedt, Charles N. Boyd, James Quarles, and our first 
president, Kenneth [vi. Bradley, to name but a few.l4 
l4Howard Hanson, "Professional Music Education in 
the United States 1924-54," National Association of Schools 
of Music, Bulletin No. 40 (April, 1955), p. 5. 
The greatest stride was made when the problems of 
the independent schools and the fully endowed or state-
supported schools were discussed at the same conference. 
As a result, the schools were divided into the following 
six classifications: 
independent schools or conservatories without 
endowment 
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l. 
2. 
3. 
4. 
independent schools or conservatories privately 
supported by gifts from individuals or associations 
independent schools affiliated vii th colleges with 
interchange of credit 
o. 
schools of music in colleges or universities 
expected to return a profit to colleges or univer-
sities 
college and university schools of music which have 
benefit of college endowments 
independent schools without endol;mentl5 
At first, progress was slow. The Carnee;ie Corpora-
tion under the leadership of its president, Frederic P. 
Keppel, gave financial assistance in order to help the 
group in its initial organizational efforts. However, in 
1928, less than fifty of the leading schools of music 
scattered from coast to coast had agreed on minimum 
requirements for the Bachelor of Music. hi 
15Harold L. Butler, "Observations on the Examinations 
of the Schools in the NASN," J.Y!usic Teachers National Associa-
tion Volume of Proceedings, Series 2o (1931), p. 58. 
10Earl v. Moore, "The Growth and Changing Status of 
Independent Schools of I~usic Since 1876," I1 usic Teachers 
National Association Volume of Proceedin3s, Series 23 
( 1928). p. 231. 
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In 1929, the National Association of Schools of Music 
published a booklet describing the minimum requirements for 
the Bachelor of Music and Haster of Nusic degrees. Detailed 
requirements were set forth concerning the courses that 
should be studied for majors in applied music and composi-
tion. Normally, four years of work were desired. Applied 
study, theoretical courses, and a minimum of eir>;hteen 
semester hours and a maximum of thirty semester hours in 
subjects of e;eneral cultural value were required. Theore-
tical courses were divided into lower and upper divisions. 
Two years of harmony, sight-singing and dictation, one year 
of keyboard harmony, history of music, and form and analy-
sis made up the lower division while the smaller forms of 
composition and elementary counterpoint and composition 
constituted the upper division. One hundred and tHenty 
units were recommended for graduation as in the Bachelor 
of Arts program. 
The primary considerations underlying the formula-
tion of the requirements for the Bachelor of f•!usic degree 
were stated by Moore, an active member of the curriculum 
committee, as follows: 
(l) that the outlined program should be practical 
and sui table for professional training in the tv10 types 
of institutions granting music degrees, viz., college 
and conservatory. 
(2) that the levels of achievement be sufficiently 
high to bring about respect for the deGree among pro-
fessional musicians as well as educators in general. 
(3) that the program should be elastic enough 
within broad limits to permit the adequate training 
of individual talents.ll 
In 1931, Harold Butler, a member of one of the 
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examining committees of the National Association of Schools 
of /llusic,examined twenty of the thirty-eic;ht National Asso-
ciation member schools and found that most schools varied 
greatly according to the individual professional interests 
of the various directors. He noted that the keeping of 
student records was very poor in particular schools. In 
speaking of independent schools, he said: 
In one or two cases the directors of schools had 
accepted the word of the student that he had graduated 
from high school; and no high school records were 
available for those students already entered in the 
degree course .••• In some cases the courses entered 
on the record differed from those named in the cata-
logue. In other cases, it was impossible to find in 
what semester in a particular year the student had 
had the course. In many cases there was no way of 
telling except by inquiring of the directo.: how man;,r 
times of the week a particular class met.ld 
Though the medical and law professions took almost 
forty years to straighten out their curriculums, the results 
of the National Association of Schools of Nusic were evident 
l7Earl V. ~1oore, "The Standardization of the Bachelor 
of Music Degree in the United States," /llusic Teachers National 
Association Volume of Proceedings, Series 25 (1930), p. 32. 
18 . t 'o r;l Butler, ££· ~ , pp. o -o • 
in the first four years. 19 This Association has continued 
to expand and to maintain high standards of accrediting. 
Table I sholvs the growth in the number of members and the 
degrees given by the National Association of Schools of 
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Music from 1941, the first year that figures were compiled, 
until 1958. Membership increased from 114 schools in 1941 
to 239 in 1958, or over a 200 per cent gain in 17 years. 
Enrollments in member schools also doubled within this 
period while the number of bachelors degrees granted in 
music rose from 1,777 in 1941 to 4,990 in 1950. The 
number dropped to 3,540 in 1954 but has increased steadily 
since that year. In 1958, 4,160 bachelors degrees were 
awarded by member schools of the National Association of 
Schools of Music. Although the United States Government 
has compiled figures on various earned bachelors degrees 
in music, there has not been a consistent r.1ethod of com-
pilation over a period of years. Tables II and III in the 
appendix serve as some basis of comparison, however, for 
member schools of the National Association of Schools of 
Music and all schools in the United States which award 
bachelors degrees in music. 
In speaking of the i'iork of the Association and the 
Bachelor of Iv!usic proc:;ram of today, David Robertson, Chair-
man of the Committee on the Bachelor of Music degree, said: 
l9Ib"d ,.5 
__ l_.' p. 0 • 
TABLE I* 
ENROLU1ENT IN NASI~ SCHOOLS 
Year 1941 1946 1947 1950 1951 1954 1955 1956 1957 
Number of 
Schools 
Reporting ll4 146 158 184 192 212 221 224 229 
Degrees 
Granted: 
BM 898 909 1,258 2, 267 1,933 1,608 1,554 1,619 1, 865 
BMED Oc{6 603 815 2,172 2,218 1,529 1,600 1,697 l, 836 
BA 203 257 3r(6 551 402 403 399 417 412 
Total 
Bachelor's 1,777 l, 769 2,449 4,990 4,553 3,540 3,553 3,733 4,122 
Enrollments: 
Under-
:;;raduate 
majors 10,432 H:i, 676 23,423 24,900 22,812 20,741 21,618 22, 40'1 22,594 
*National Association of Schools of Ivlusic, Bulletins No. 29, 34, 40, 4'"(. 
1958 
239 
1,374 
2,181 
605 
4,160 
22,139 
[\) 
Ul 
CP 
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The curricular patterns v1hich support the several major 
media consist of a common core of basic studies in 
musical performance, music theory, the history and 
literature of music, and the liberal arts. The actual 
curriculum may stress particular features and strengths 
of individual institutions, illustrating a desirable 
flexibility whice is characteristic of hi;her education 
in this country. 0 
Until recent years the National Association of Schools 
of Nusic determined standards for the numerous majors pos-
sible Vlithin the structure of the Bachelor of r1Iusic and the 
Bachelor of Arts degrees. In 1959, however, because of 
developments in the national accreditin; situation, the 
Association concerns were greatly expanded to all bachelors 
degrees in music. 
III. ACCREDITING AGENCIES IN TEACHER EDUCATION 
The first national accrediting body for teacher 
education was the American Association of Teachers Colleges, 
established in 1927. This Association rner'ged with the 
National Association of Colleges and Departments of Educa-
tion and the National Association of Teacher Education 
Institutions in metropolitan districts in 1948, and formed 
the American Association of Colleges for Teacher Education. 
This new group became the first national accrediting body 
20David R. Robertson (chairman), "Report of Committee 
on the Bachelor of ~Iusic Degree," National Association of 
Schools of Ivlusic, Bulletin No. 48 (February, l9b0), p. 51. 
for teacher education. For the first time, this body was 
representative of various types of institutions whose 
principal function was the preparation of teachers. The 
liberal arts colleges who also trained teachers were the 
only sizable group which were not generally represented 
in this organization. 
Although the American Association of Colleges 1'or 
Teacher Education ameliorated many problems in the field 
of teacher education, the addition of another accrediting 
agency meant more visitations, fees, and additional stan-
dards for universities and colleges already burdened with 
thco multiplicity of accrediting groups. 
An inevitable and significant developrnent in the 
field of accreditation occurred in 1949 with the formation 
of the National Commission on Accrediting. The purposes 
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of this Commission were to simplify and coordinate accredit-
ing functions and activities for all institutions of higher 
education and to designate those specific professional areas, 
such as teacher education, architecture, and music, which 
mic;ht better be served b;y individual accreditinc; groups 
still functioning under the regulations of the Commission. 
Accordingly, as a result of the united efforts of the 
National Commission on Teacher Education and Professional 
Standards of the National Education Association, the American 
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Association of Colleges for Teacher Education, the Council 
of Chief State School Officers, the National Association of 
State Directors of Teacher Education and Certification, and 
the National School Boards Association, the National Council 
for Accreditation of Teacher Education was formed in 1952. 
On October 10, 1956, the proposed structure of the organiza-
tion was approved by the National Commission 2E. Accrediting. 
One of the first policies ;Jhich the Council adopted was that 
of requiring prior accreditation by the appropriate regional 
accrediting association before evaluating an institution of 
teacher education. The Council has continued to rely on the 
regional accrediting body to evaluate all aspects of the 
total program. The Council evaluates the teacher education 
program including subject-matter courses. Another policy 
of the Council has been the reliance upon representatives 
of special subject accrediting agencies as the occasion 
has arisen. Such were relations agreed upon between the 
Council and the regional accrediting association. Special-
ized accrediting groups, therefore, are invited to have a 
representative on evaluation teams. 21 With the assignment 
by the National Commission 2E. Accrediting of responsibility 
21Lloyd E. Blauch, Accreditation in Higher Education, 
United States Department of Health, Education, and Welfare 
(Washington: United States Government Printing Office, 
1959), pp. 203-207. 
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for teacher education to the National Council for Accredita-
tion of Teacher Education, a major conflict of interests 
arose in the assignment for evaluation of the r.msic educa-
tion curriculum at the baccalaureate level. 
IV. IMPLICATIONS OF ACCREDITING AGENCIES 
FOR !ViUSIC DEGREES 
The responsibility of all accrediting for music in 
higher education res ted Vii th the National Association of 
Schools of Music until 1950 v1hen the National Commission 
~Accrediting was organized. Since this time, close 
cooperative relations have been established between the 
National Association of Schools of !VIusic and the three 
regional associations, the Middle States Association of 
Colleges and Secondary Schools, the Northwest Association 
of Secondary and Higher Schools, and the \·/estern College 
Association. Vlhen schools offering music dec;rees were 
being evaluated in member schools of these Associations, 
a representative of the National Association of Schools 
of Music was included on the evaluating committee and 
reports were submitted by both Associations. Membership 
in the National Association of Schools of r'lusic was also 
contingent on membership in the appropriate regional asso-
ciation. Independent professional schools of music were 
accepted in these associations. 
In the other three regions, the National Association 
of Schools of !•lusic is the official consultant in profes-
sional music programs. The Southern Association of Colleges 
and Secondary Schools includes a representative of the 
National Association of Schools of Music on visitations. 
When a school in the North Central area is visited by a 
National Association of Schools of Music team, a generalist 
from the North Central Association of Colleges and Secondary 
Schools often accompanies the music body. Negotiations are 
proceeding with the New England Association of Colleges and 
Secondary Schools. 
The National Association of Schools of Music also 
- -
maintains liaison relations through a joint committee with 
the Husic Educators National Conference and the Iv!usic 
Teachers National Association. This committee considers 
matters of mutual concern to the three professional 
organizations. 
Until r-larch, 1957, the National Association of Schools 
of ~lusic accredited teacher education programs in music. On 
March 1, 1957, a directive was issued by the National Com-
mission 2.!2 Accrediting stating: 
(l) That the National Council for Accreditation of 
Teacher Education has a primary responsibility for the 
accreditation of all programs in teacher education, 
including music education. (2) That in the accredita-
tion of programs in the field of music education, the 
NCATE will be expected to cooperate closely 1'iith the 
NASM and to rely on it (a) for the development of 
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standards relating to the education and preparation o.f 
r.msic teachers and (b) .for a panel o.f competent evalu-
ators in the .field o.f music and music education .from 
which panel evaluators will be selected v1i1en the NCATE 
is requested to evaluate a program in teacher education 
that includes music education. (3) That the NAS/1 has 
the responsibility .for accrediting pro~rams in all 
other areas o.f music.22 
The above agreement allows a considerable measure o.f control 
o.f standards in music education and it also enlarges the 
range o.f activity to include all institutions o.f higher 
learning whether they are member schools of the National 
Association o.f Schools of ~Iusic or not. 
The officers of the National Association of Schools 
of ~~usic expressed their viev1s relative to thc: above agree-
ment by saying: 
Instead of being responsible only .for the welfare o.f 
our 250 member institutions we now have upon our con-
science the standards of the music content courses in 
the music education program of hundreds o.f additional 
institutions preparing music teachers and the total 
responsibility, too, .for accrediting the degree pro-
::;rams in applied music, theory, composition, music 
history and literature, musicology, music therapy, 
church music, and the A. B. programs in music, in 
every i~;;;titution of higher learning in the United 
States. 5 
Because o.f low standards and varyinc; requirements in 
music, professional musicians united their e.f.forts in order 
to improve existing conditions. In 1876, the Busic Teachers 
22
''President•s Report,'' National Association of 
Schools o.f ~~usic, Bulletin No. 48 (February, l9oO), P. 14. 
23Ibid. 
National Association was founded. This group maintains deep 
concern for high standards in music instruction. As rilusic 
teachers grew in number and mutual probler,Js became evident, 
teachers banded together and formed the !fJusic Supervisors 
National Conference in 1907, now the l·lusic Educators 
National Conference. This group is at present the largest 
professional music organization in the United States and 
includes in its activities and programs consideration of 
the numerous problems of higher education. In 1924, the 
National Association of Schools of l•lusic v1as formed for 
- -
the purpose of establishing standards for the various 
majors in the Bachelor of Music degree. In recent ;years, 
agreements have been made for accrediting procedures with 
the National Council for Accreditation of Teacher Educa-
tion. These groups have all been most influential and 
responsible for the high standards which have been estab-
lished for the baccalaureate degrees in music in conserva-
tories, colleges, and universities of the country. 
IH thout doubt, accrediting agencies l1ave afforded a 
high quality of leadership in the improvement of teacher 
education and professional standards. vlith the recent 
establishment of cooperative relationships in accrediting 
between the fields of general education, professional 
education, and the area of music, the scope and influence 
of the National Association of Schools of Music can be 
definitely broadened. By mutual efforts, standards and 
quality of music instruction in schools other than members 
of the National Association of Schools of Music can be 
raised and greater depth of teacher education in music 
attained. 
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CHAPTER X 
SUfiiHARY AND CONCLUSIONS 
The purpose of this study was to trace the develop-
ment of the bachelor's degree in the field of music in the 
United States and to indicate the diverse attitudes toward 
music as a university or college subject in varying 
historical cbntexts in terms of educational philosophies 
and educational practices. A further a tterapt was made to 
describe the numerous types of dee;rees conferred by insti-
tutions of higher learning in this country and to show the 
influences of professional music, educational, and accre-
diting organizations on the development of degrees in 
music. 
The foundations for the trivium and quadrivium of 
the l'·1iddle Ages originated in early Greek philosophies. 
The art of music was broadly conceived, included the 
work of the nine muses, and \'las an integral part of 
Gree:c religious and civic rites, drama, and festivities. 
The science of music began with Pythagoras v1ho established 
the basis of acoustical theory. Plato placed great empha-
sis on music in the ideal state and Aristotle defended 
music as an influence in attaining the "golden mean." 
The study of musical science and the understanding of 
the art of music constituted the education of the freeman. 
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During the Hellenistic period, the Greeks or;anized their 
ideas, techniques, and arts into organized forras and syste-
matic bodies of knowledge, which were later termed the 
"liberal arts" as opposed to the "practical arts" appro-
priate for artisans. 
Although music was not usually included in the 
schools of Rome, music accompanied the many festivities. 
In the second century B.C., Varro wrote a treatise on the 
arts and sciences, and in the fifth century A.D., Capella 
wrote a book on the seven liberal arts. Saint Augustine, 
through his v1ri tings, helped to prepare the vmy for the 
church to assimilate the secular liberal arts studies. 
The learning of the Greeks and Romans >.ias trans-
mitted to the universities of the Middle Aces throu~Sh the 
cathedral and monastic schools. I-1usical treatises on 
musica speculativa and musica practica were common and 
the works of Cassiodorus, Boethius, and Isidore consti-
tuted the music studies within the quadrivium. 
By the twelfth century, teachers and students 
organized into guilds which later led to the faculties of 
art, law, medicine, and theology. From the medieval guild 
system, where the bachelor implied a person of low rank, 
the bachelor's degree evolved. This degree ;save the right 
to lecture in public and to teach. As more students lived 
together in one house and hired a teacher, the college 
system emer:;ed. The university of the 1·1iddle Ac;es set the 
precedent for the allotment of a definite period of years 
of study, the giving of examinations, the confiner:1ent of 
study to one faculty, and the granting of dec:;rees. 
During the medieval period, music uas used for the 
various celebrations of the academic year, the cathedral 
services, and as recreation. Music as a part of mathe-
matics received particular emphasis while many theorists 
v1rote treatises on musica soeculativa and tnusica practica. 
The University of Salamanca, the first to establish 
a Chair of l<Iusic (1252), appeared to be the first univer-
sity which gave both degrees and practical instruction in 
music. The first record of the Bachelor of 1ilusic de::;ree 
to be a1·1arded Has at Cambridge Uni vcrsi ty in 146 3, and 
Oxford av1arded a Bachelor of l1 usic degree about 1499. 
The first known instance of the awardins; of the Bachelor 
of Husic degree upon fulfillment of certain conditions 
dates from 1506 when a mass and antiphon of the candi-
date 1·;ere sung on the day of admission to the de:;ree. 
The troubadours and trouveres in France and later 
the Heistersingers of Germany anticipated the first con-
servatories. Rigid and pedantic rules Hhich regulated 
the ueekly meetings, the establishment of competition and 
prizes, and the promotion of members into classes of friend, 
singer, poet, and master Here characteristic features of the 
latter z;roup. 
The rise of humanism, scientific developments, and 
the emphasis on literary and linguistic accomplishments 
during the Renaissance broadened the curriculur~ of the 
university. Music as a discipline was relec;ated to a 
minor role as Here other arts. The Reformation emphasized 
mental, moral, and religious disciplines, and the univer-
sities 1·1ere concerned \·lith the preparation of the clerc;y. 
Therefore, at the time of the colonization of America, 
the traditional trivium and quadrivium had been enlarged 
to include other subjects which generally were subservient 
to religious and sectarian interests. Jvlusic \ias an impor-
tant part of court life, necessary in both Catholic and 
Protestant worship. However, neither musica speculativa 
nor musica practica were a part of the university cur-
riculum. This was the status of education v1hen the early 
colleges in America were founded. 
The curriculum of Harvard College, founded in 1536, 
was based on three ideals of European higher education: 
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the medieval idea of the seven liberal arts as necessary 
for a liberal education and as preparation for professional 
study, the Renaissance ideal that classical studies afford 
the soundest preparation for a liberal education, and 
religious control of higher education must be sectarian 
in nature. In lo42, nine Bachelor of Arts degrees were 
;''Tl 
a·v,·ardeci for the first ci:ne in tr1is councry. 'I'he Je~ree .:;ave 
the recipients the privileJe tc teach. 
By ·c11e time of the Revolutionary l,~ar, tile effects of 
the European Enlic:;rttenrnent v1ere evident in the colonies. 
New scientific studies and modern languages ~ere added to 
the curriculum. From the German universities came nev1 
ideas about the physical sciences, researcn, and the 
graduate school. Influences affectin~ deJree content and 
structure in higher education during the nineteenth cen-
tury were the rise of capitalism, growth of commerce and 
industry, and the break from religious authority. These 
were reflected in colleges and universities by the forma-
tion of the elective system, vocational curriculums, and 
various types of bachelors degrees. Denominational, 
technical and scientific, and normal schools and state 
universities were established in great number. Regardless 
of these developments and social demands, the liberal arts 
tradition and the Bachelor of Arts degree remained perva-
sive influences. 
From colonial times until the present, music has 
accompanied the formal activities of colleges and univer-
sities and has been a part of student life. Music as an 
accepted study in higher education in the United States 
gained recognition slowly because of the conservatism of 
the early colleges and the prevailing theory of mental 
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discipline which emphasized literary, philosophical, 
theological, or linguistic studies. As a result of a 
broadening concept of a ''liberal education'', the increase 
in cultural interests, the rise of professional organiza-
tions and accrediting agencies, and the work of pioneering 
musicians, music was again accepted as a college discipline, 
in the late nineteenth century. In 1873, music history and 
theory received credit toward the Bachelor of Arts degree 
for the first time. Although the degree has been struc-
tured with major concentration in historical and theore-
tical studies, the principal emphasis is on a "liberal" 
education. Applied music is offered by many colleges. 
The Bachelor of Science degree with a music major 
affords a vocational emphasis for the music teacher in the 
public schools. The singing school, music conventions, 
institutes sponsored by book publishing companies, normal 
schools, and summer schools led directly to the formation 
of this degree which generally includes a major concentra-
tion in methods and professional education courses. This 
degree and its variants have been conferred Hidely since 
the third decade of this century. 
The Bachelor of Husic degree represents the princi-
pal professional music degree in the United States and is 
conferred by rnan;y t~rpes of ins ti tu tions including conserva-
tories, professional schools of music in universities, and 
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many liberal arts colleges. Unlike the academic, historical, 
and theoretical aspects of the English universities, their 
prototypes in this country have developed a music curriculum 
which combines the practical and theoretical elements of the 
art. Conservatories have broadened degree content from 
almost exclusively technical study to include academic 
subjects. The first degree was conferred at Adrian College 
in 1873. Oberlin Conservatory awarded degrees retroactive 
to the same year. Boston University College of Music gave 
the degree in course in 1877. Practically all types of 
schools in the country offer many areas of concentration 
within the framework of the degree. 
The Bachelor of Fine Arts degree has been conferred 
in recent years with the development of schools of fine 
arts. 
Professional music organizations have played an 
important part in raising the standards of music in hi,c;her 
institutions of learning throughout its history. The 
Husic Teachers National Association has devoted many of 
its meetings to further the interest of applied music 
study and to propagandize for the acceptance of music 
in colleges and universities. Similarly, the I<Jusic Educators 
National Conference has worked for the ir.1provernent of teacher 
education in music. The organization Hhich i1as been signifi-
cantly effective has been the National Association of Schools 
of Music, organized in 1924 for the purpose of developing 
better understandins among all music institutions and 
setting standards for the Bachelor of Music degree. 
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Accrediting agencies have had an important influence 
on music curriculums in colleges and universities. In 1949, 
the National Commission on Accrediting ·,;as organized for the 
purpose of simplifying and coordinating accrediting func-
tions and activities of all institutions of higher educa-
tion and for designating those specific professional areas 
which might better be served by individual accrediting 
groups. The National Council for Accreditation of Teacher 
Education was organized in 1952. This Council relies on 
the regional accrediting body to evaluate all aspects of 
the total program v1hile the Council evaluates the teacher 
education program including subject-matter courses. With 
the recent establishment of cooperative relationships in 
accrediting between the fields of general education, pro-
fessional education, and the area of music, the scope and 
influences of the National Association of Schools of lfJusic 
can be definitely broadened. 
The development of the bachelor's degree in the field 
of music has been influenced by educational philosophies, 
musical performing groups, social and cultural changes, and 
professional and accrediting organizations. As a result, 
in the United States at present, four types of schools offer 
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professional education for the musician. The independent 
music school or conservatory and the professional school 
within universities stress the preparation for a profes-
sional career in music. Both emphasize performance. The 
liberal arts college is generally non-vocational in nature 
and treats music as a part of a broad liberal education 
while the school of education is concerned 1·1ith the pre-
paration of music teachers for the public schools. Wide 
variations still exist in balances between general studies, 
historical and theoretical subjects, and performance areas 
within the various types of schools. At present, within 
the four major bachelors degrees, there are approximately 
forty-seven different degree titles. Therefore, it seems 
desirable that institutions clearly define the objectives 
and functions of each music degree. It may be feasible to 
allow variation within a particular degree. Conversely, 
with the depth of music study afforded in school and com-
munity music organizations, and the potentials for locat-
ing talented and gifted students at an earlier age, the 
professional schools of music conceivably should make 
provision for much greater flexibility within the college 
curriculum, all01'1ing students to proceed in accordance 
\'lith their abilities and capacities. Another desirable 
practice might be to limit the number of degrees to the 
Bachelor of Arts, Bachelor of Science, Bachelor of l~usic, 
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or Bachelor of Fine Arts and allowing for greater specializa-
tion within the degree programs. vii thout doubt, current 
educational and accrediting philosophies and practices will 
bring many changes in structure and content of degree 
programs. 
RECO~INENDATIONS FOR FURTHER STUDY 
The bachelors degrees as they have developed in the 
United States represent tne influences of many varying 
philosophies of education, social and economic conditions, 
and professional organizations. From the study of the 
development of the degrees, several suggestions for 
further study are evident: 
l. There is a need for a study of existing practices 
in tne bachelor's degree in the field of music. Such a 
study should show practices, trends, strengths, and weak-
nesses of the various degrees, both as vocational prepara-
tion and as preparation for graduate study. 
2. There is a need for a study of existing admission 
practices for the various degrees. Such a study should 
include the requirements v1hich are prerequisite to enroll-
ment for study in the numerous types of institutions. 
3. Tnere is a need for a study to show the influences 
which professional music and educational organizations and 
accrediting agencies have had on bachelors degrees in music. 
4. There is a need for a more intensive study of 
the history of particular kinds of music schools, such 
as the conservatories, professional music schools, and 
music programs in liberal arts colleges. 
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5. There is a need for studies to determine whether 
students Hho have followed one type of degree program are 
more successful than students who have pursued another type 
of music curriculum in regards to their chosen profession. 
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1913-14 
University of Rochester 
1921-22 
1922-23 
1923-24 
1926-27 
University of Wisconsin 
1873-74 
1894-95 
Vassar Collec;e 
1865-66 
1866-67 
1867-68 
1879-80 
1890-91 
Wellesley College 
1876-77 
1877-78 
1878-79 
1879-80 
1880-81 
1882-83 
1888-89 
1919-20 
1942 Record Number 
Yale University 
1893-94 
1894-95 
1895-96 
1897-98 
1898-99 
1904-05 
1928-29 
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APPENDIX A 
IJIUSIC DEGREES 
MUSIC DEGREES* 
Degree and abbreviations 
Number of 
institutions 
using the 
de Free 
Baccalaureus Musicae (Bachelor of Music) ••• 
Bachelor of Arts in Music 
B. A. !>1., 2; B. A. in ~lus., 2; B. A. !>\us., 1; 
B. A. in Music, l. 
Bachelor of Arts in Music Education 
B. A. ~\us. Ed., 1; B. A. in M. Ed., 1. 
Bachelor of Arts in !'1usic His tor~' 
Bachelor of Arts in Sacred Music 
Bachelor of Church Music • • • • • 
B. C. M. , l. 
Bachelor of Church Music Education •• 
Bachelor of Fine Arts in !•1usic • • 
B. F. A. in Mus., l. 
• 
• 
Bachelor of Fine Arts in rviusic Composition 
Bachelor of Fine Arts in Iv!usic Education 
Bachelor of Nusic . • • • . • 
B. M., 167; B. !<Ius., 42; Nu;:B:,"1i (N~w.York 
Board of Regents); B. Hu., 1; B. !l[us.; 11. B.; 
Mus. Bac. 
Bachelor of Music (Hon.) • • • • . 
Bachelor of !l[usic Education 
B. Iii. E., 52; B. !l[us. Ed., 19; 
~\us. Ed. B., 2; B. 11. Edu., 1; 
• • • 
B. ~~. Ed., 16; 
B. liiu. Ed., 1; 
B. Mus. E., 1; B. of !•\us. Ed., 1; B. ll[us. Edu., 
l. 
Bachelor of ~1usic Education (Hon.) •••••••• 
Bachelor of ~1usic Education in Instrumental Music 
Bachelor of Music in Public School Music 
Bachelor of Music in Applied Music 
Bachelor of Husic in Cello • • • • 
B. Mus. (Cello), l. 
Bachelor of Husic in Church Husic • • • 
Bachelor of Music in Church Music in Christian 
Education . . . . . . . . . . . . . . . . 
X 
18 
5 
1 
1 
1 
1 
1 
1 
1 
251 
1 
113 
1 
1 
1 
2 
l 
3 
1 
*VIal ter Crosby Eells and Harold A. HasHell, Academic 
Degrees, United States Department of Health, Education, and 
vlelfare, Bulletin No. 28 (\'lashington: Government Printing 
Office, 1960), pp. 177-180. 
Degree and abbreviations 
Bachelor of Music in Composition •••• 
B. Mus. (Comp.), l. 
. . 
. . Bachelor of Music in Education • • • • • 
B. ~1. E., 1; B. Hus. Ed., 1; B. Mus. 
B. f'lus. in Educ., 1. 
in Ed., 
Bachelor of Music in Harp • • • • • • • 
Bachelor of Music in lliusic Education .•. 
B. ~1. Mus. Ed., 1; B. !!ius. (!'Ius. Ed.), 1. 
Bachelor of lliusic in lllusic Education and 
Percussion . . . . . • . . • . . 
B. M. ~Ius. Ed. and Percussion, l. 
Bachelor of Music in lllusic History • • 
Bac!1elor of Music in !IJusic Literature 
B. /!Ius. (!!ius. Lit.), l. 
Bachelor of Music in ~lusicology • . . 
B. ~Ius. (/l!usicol. ) , l. 
Bachelor of Music in Orchestral Instruments 
Bachelor of Husic in Organ • • • • • 
B. ~Ius. (Organ), l. 
Bachelor of Music in Piano . • • • . 
B. H. Piano, 1; B. filus. (Piano), l. 
Bachelor of Music in Piano Pedagogy 
Bachelor of ~lusic in Pipe Organ 
B. M. Pipe Organ, 1. 
Bachelor of ~lusic in Public School Music 
B. Hus. (P. S.lli.), l. 
Bachelor of ~lusic in Saxophone 
B. Ill. Saxophone, l. 
Bachelor of lllusic in Theory • 
B. Hus. (Theory), l. 
Bachelor of J'ilusic in Trumpet 
Bachelor of 1'-lusic in Violin • 
B. !!ius. (Violin), l. 
Bachelor of ~Iusic in Voice 
B. !'<Ius. (Voice), l. 
• 
• 
Bachelor of J'ilusic in Voice Pedagogy 
Bachelor of Pedagogy in ~lusic 
Bachelor of Piano Husic • • • • 
Bachelor of Publlc School Music 
B. P.S. tli. 
• 
Bachelor of Sacred ~lusic • • • • • • • • • • 
B. S. ~~., 8; B. S. Mu., 1; B. S. Mus., 1; 
S. 11. B., 1 (New York Board of Regents). 
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Number of 
institutions 
using the 
decree 
. . 5 
. . 6 
1; 
1 
3 
1 
1 
1 
1 
1 
3 
4 
1 
1 
1 
1 
2 
1 
2 
3 
1 
X 
X 
• 
X 
12 
Degree and abbreviations 
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Number of 
institutions 
using the 
de"ree 
Bachelor of School !•lusic . . . . . . . . . . . . . 3 
B. S. H., 1; B. S. !~us., 1; Sch. ~Ius. B., 1; 
B. Sch. Mus. 
Bachelor of Science in Christian Education--i•Iusic 
B. S. in c. E. --l'Iusic, l. 
Bachelor of Science in !fJusic • • • • . • • • . • 
B. S. M., 1; B. S. Mus., 1; B. S. (Mus.), l; 
B.S. in~lus., l. 
Bachelor of Science in Musical Education 
E. S. in Mus. Ed., 1. 
Bachelor of Science in Music Education • • • 
B. s. in Mus. Educ., 3; B. S. in Mu. Ed., 2; 
B. S. M. E., l; B. S. !~. Ed., l; B. S. !1\us. Ed., 
2; B. S. (Mus. Ed.), l; B. S. in M. Educ., l; 
B. S. in Music Ed., l. 
Bachelor of Science in Public School J.llusic 
B. S. in P. S. !11., l. 
Bachelor of Science in School Music • • 
B. S. in School Mus., l. 
Bachelor of Vocal Music • • • 
Musicae Baecalaureus (Bachelor ;f·M~sicj 
Other 
Graduate in Music 
lllis tress of ~lusic 
M. !11.-
Mis. Hus. 
• 
• 
1 
ll 
l 
29 
l 
l 
X 
X 
X 
X 
APPENDIX B 
EARNED DEGREES IN THE UNITED STAT~S 
TABLE II 
EARNED PROFESSIONAL DEGREES IN MUSIC IN SELECTED YEARS 
FRm1 1917 THROUGH 1952* 
BACHELOR'S DEGREES 
Year Total If! en 1tlomen 
1917-18 230 
1929-30 1,347 
1931-32 l, 168 
1933-34 1,181 
1935-36 941 
1939-40 1,534 
1941-42 1,405 
1943-44 l, 045 
1947-48 5, 284 l, 706 3,518 
1948-49 6,662 2,920 3, 74;2 
1949-50 7,934 4, ocig 3, 865 
1950-51 7,723 3,~(40 3, 983 
1951-52 7,015 3,055 3, 959 
*Robert A. Choate, "Ivlusic Education," Higher Educa-
tion, Vol. X, United States Department of Health, Education, 
and Vle1fare C•·lashington: Government Printinz Office, 
December, 1953), p. 59, citing Reports of the Office of 
Education. 
311 
TABLE III 
EARNED BACHELORS DEGREES IN THE UNITED STATES* 
MUSIC, INCLUDING SACRED MUSIC 
1•1USIC EDUCATION (excluding music education) 
Year r~en Homen Total ~len i,1omen Total 
1955-56 1,715 2,210 3,925 1,283 1,787 3,070 
1956-:57 l, 967 2,325 4,292 1,318 1,809 3,127 
1958-59 2,253 2,392 4,645 1,260 1,630 2,890 
*Earned Degrees Conferred Ex Higher Educational 
Institutions, United States Department of Health, Education, 
and '.velfare, No. 499 (1955-56), 527 (1956-57), and 570 
(1957-58). 
Personal 
Date of birth: 
Place of birth: 
Parents: Joseph 
Education 
VIRGINIA RUTH MOUNTNEY 
July ll, 1923 
Philadelphia, Pennsylvania 
Henry ~lountney and Esther Hinifred !Yiountney 
Eastern High School, Baltimore, Maryland; graduated 1947. 
Peabody Conservatory of Music, Baltimore, tliar~rland, 
Teacher's Certificate in Piano, 1945; 
B. Mus. in Piano, 1947. 
Johns Hopkins University, academic studies for the 
B. Mus. degree. 
Boston University, College of Music, ~~. I>lus. in Piano, 
1952. 
Boston University, School of Fine and Applied Arts, 
tlius. A. D. in Music Education, 1961. 
Educational Positions 
Iliusic Therapist, Sheppard Enoch Pratt Hospital, Towson, 
Maryland, 1948-49. 
Faculty Member, Knox School, Cooperstown, Nel'l York, 
1949-51. 
Faculty Member, Greenbelt Junior High School, Prince 
Georges County, Maryland, 1951-54. 
Chairman, Music Department, North Point Junior High 
School, Baltimore County, !>!aryl and, 1954-59. 
Teaching Fellow in Music Education, Boston University, 
School of Fine and Applied Arts, 1959-61. 
Assistant Professor of Music, Long Beach State College, 
Long Beach, California, 1961-. 
